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i | NEW YORK CITY INFANT DAY CARE STUDY

INPUT SECTION

SUMMARY OF FINAL PROCRESS . REPORT
Grant Number: OCD-CB-118

February 1, 1972 - October 31, 1974

The New York City Infant Day Care Stuay is an ongoing large-scale
comparative longitudinal study - of publicly-funded, community-controlled
group and family infant day care programs in New York, and the effects
of these programs on children and their families. More than 30 group

. and family infant day care agencies and approximately 500 children
between 6 and 36 months of age and their families are included in the
study. Initial characteristics, program input and developmental out-
come are being evaluated in three major areas: (A) Child's Health,
Nutrition, and Physical Development; (B) Child's Psychological Develop-

. ment; and (C) Family Development.

The study has been supported by grants from the Maternal and Child
Health Service (Grant No. MC-R-360011) and the Office of Child Development
(Grant No. OCD-CB-118) of the United States Department of Health, Education
and Welfare. The MCHS grant was awarded for a six-year period (from 2/71
through 1/77), the first year of which was a planning grant. The OCD grant
was awarded for a two-year period (from 2/1/72 through 1/31/74) specifically
for the purpose of developing procedu~zes for studying program input.

In the present study program input is béing assessed in two ways: (1)
Naturalistic Observations, in which a wzmber of the field team spends an
entire day in each sample child's usual day care setting every six months.
The behavior of children, caregivers, and various aspects of the physical
environment aré assessed on a variety of instruments, (2) Caregiver's
Interview, in which caregivers are interviewed annually to obtain infor-

! mation about their background and training, their relationships to the
~ agency and to the children's families, as well as their ideas about aspects
of child-rearing.

During the OCD grant period, we have developed all of the assessment
techniques to be used in evaluating program input, and have completed a
total of 489 all day naturalistic observation cycles on more than 300
sample children. In additicn, field team members have completed approx-
imately 120 Caregiver Interviews. A more complete description of the
Program Input measures is presented in the attached Report.
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NEW YORK CITY INFANT DAY CARE STUDY

INPUT SECTION

FINAL PROGRESS REPORT
0CD~CB-118

February 1, 1972 - October 31, 1974

'I. Introduction

The New York City Infant Day Care Study is an ongoing large-scale
comparative study of publicly-funded, community-controlled group and
family infant day care programs in New York City, and the effects of
these programs on children and their families. More than 30 group and
family infant day care agencies and more than 500 -ildren between 6
and 36 months of age and their families are incluaed in the study.
Children and families in the two types of day care programs, as well as
those reared at home by their own mothers during the first three years
of life, are being compared in three major areas: (A) Child's Health,
Nutrition, and Physical Development: (B) Child's Psychological Devel-
opment (which includes Cognitive and Language Development, on the one .
hand, and on the other Social, Personality, and Emotional Development) ;
and (C) Family Development. The design of the study makes it possible
to determine the effects of three different tvpes of child-rearing
environmants on childrens' development, as well as the effects of early
versus later entry into an infant day care program.

The study is being carried out in cooperation with the New York City
Agency for Child Development, under whose vmbrella both group and family
day care programs in the city are funded and.operated, the New York City
Health Department, which has the responsibility for licensing group day
care centers; and the individual community-controlled infant day care pro-
grams participating in the study. In addition to the Principal Investigator,
Dr. Mark Golden, and the Project Director, Mrs. Lucille Rosenbluth, the
project has two Co-Investigatorg:. Mrs. Betti Whaley, Commissioner for
the New York City Agency for Child Development, and Dr. Margaret Grossi,
Director, Bureau of Child Health, New York City Health Department.

In addition, representatives.of each group care center and family
. day care agency participating in the study have.played and will continue
to play an important role in planning and carrying out the study through
their participation on the Study Policy Committee. The Committee meets
every three months to discuss major policy decisions and problems <zoncezrning
thn study.” (See Appendix A for a listing of Policy Committee members).

The study grants are administered by the Medical and Health Research
Association of New York City, a private, non-profit, tax-exempt corporation,
affiliated with the New York City Health Services Administration.

The study, which began approximately three and one-half years ago
and will be completed in 1977, has been supported by grants from the
Maternal and Child Health Service (Grant No. MC-R-360011) and the Office
of Child Development (Grant No. OCD-CB-118) of the United States Department
of Health, Education, and Welfare. The MCHS grant was awarded for a six-
vear period (from 2/1/71 through 12/31/76), the first year of which was a
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planning grén;. The OCD grant was awarded for a two-year period (from
2/1/72 through 1/31/74), specifically for the purpose of developing pro-
cedures for studying program input. The OCD grant was extended to
October 31, 1974,

The Input section grant from the Office of Child Development provided
support for an Early Childhood Consultant, the Senior Early Childhood
Educator, the Junior Early Childhood Educator serving as Field Supervisor,
and a Secretary, all of whom have, under the direction of the Principal
Investigator and Project Director, played a major role in the development
cf the Input measures.

The Input Committee, a group of early childhood specialists, repre-
senting the New York City Health D¢ rartment and Agency for Child Develop-
ment, and severzl major universities in New York ‘City, was organized under
the OCD grant and worked closely with staff in’ developing the input measures
used in this study. (See Appendix A for a listing of Input Committee members)

Input Data

Originally we had planned to collect the following three levels of
input data, which will be summarized briefly here and described in greater
detail later in this report. Since OCD has not continued to fund the pro-
ject, it has been necessary to curtail the third level of data collection,
the Central Review.

1. Naturalistic Observations: Periodic systematic naturalistic
observations are made in each sample child's day-care setting, in order
to obtain information about the child's daily experience, in terms of how
he/she functions, the patterns of interaction between the child and his/her
caregiver(s), and aspects of the physical environment. A member of the
Field Team spends an entire day in each sample child's setting (group day-
care classroom, family day-care home, or in the case of the at-home sample
in the child's own home) at 6, 12, 18, and 24 months of age in order to
obtain this data. .These procedures are described in detail on pages
and copies of the manuals and data collection forms are contained in
Appendix B. .

2. Caregiver(s)' Interview: A member of the Field Team conducts
interviews once a year with the caregiver(s) of.each sample child, in
order to obtain information about their previous education and experience
with young children; information about their present job-functioning; and
their ideas on child-rearing. (See Appendix B for sample Interview Protocols).

3. Central Review: The Senior Early Childhood Educator was to have
several days a year in each group day care center or family day care agency,
in order to obtain-information about how each agency operates outside of
the classroom or family dav care home. This included information about
the education and experiénce of the Director and other supervisory and
ancillary personnel; their roles and job functions in the agency; the
history and goals of the agency; the selection, supervision and training of
caregivers; criteria for selecting children} the programs for children and
their families: the relationships of each agency to superordinate agencies,
such as the Agency for Child Development and the Health Department. This

Cou0o




OCD - Final Progress Report - 3

information was to have been obtained largely through interviews with the
Directors, and other supervisory and ancillary personnel. .

Progress on the development and use of the above measures is as
follows: (1) Naturalistic Obvervations: All of these measures are now
complete and data has been collected on approximately 300 children; (2)
Caregiver(s)' Interview: The interview is complete. The members of the

Field Team were trained to administer the interview, and approximately
120 caregiver Interviews hzve been completed. We are now in the process
of developing a coding system for the interview.

While OCD has provided support for, the Input Section of the study,
funds from MCHS are also used for this purpose, so that the two grants

complement each other.

MCHS provides support for the Principal Investigator, the Project

- Director, the four Field Team members, who are actually respoansible for

collecting Input data for levels 1 and 2, the Data Collection Supervisor,
as well as the staff Statistician and Statistical Consultant. In addition,
MCHS pays for the cnst of data processing and data analysis.

As mentioned earlier, OCD provides support for a Senlor Childhood
Educator, and an Early Childhood Consultant.

Study Design ‘ -

More than 30 group and family infant day care agencies and more than

- 500 children between 6 and 36 months of age and their families are included

in the study. Children's development and the patterns of care provided to
them in three different child-rearing environments are being studied: (1)
children in group day care centers: (2) those in family day care homes;

. and (3) children reared at home by their own mothers during the first three

years of life. They are being compared, in terms of program or environ-
mental input and developmental outcome, in three major areas: (A) Child's
Health, Nutrition, and Physical Development; (B) Child's Psychological
Development (which includes Cognitive and Language Development, on the one
hand, and on the other Social, Personality, and Emotional Development),

and (C) Family Development -

In the two types of infant day care programs, children who enter day
care between 2 and 21 months of age are being studied longitudinally until
36 months of age. On the basis of our current projections (See Table C and D)
we expect approximately 260 longitudinal infant day care children to remain

in the study until they are three years of age: approximately half in group

and half in family day care; approximately half who entered day care during
the first year of life and half who entered during the second year. One
Hundred children who were cared for at home by their own mothers and first
enter a group or family day care program at age three will be cross-section-
ally compared to the longitudinal infant day care samples at 36 months of age.

In addition, an At-Home sample of similar children who are not in day care

are being cross-sectionally compared to the two infant day care samples at

6 and 18 months of age, with 50 At-lome children at each age. These chil-~
dren are being recruited from Child Health Stations located in the same
geographical areas of the city served by our infant day care programs (See
Table B for list of Child Health Stations used to recruit the At-Home Sample).

Ceu06
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The children in the A~-Home sample are also being matched to the infant
day care samples on certain demographic variables, such as child's sex,
ethnicity; family's socio-economic status, structure, and mother's age.

The design of the study makes it possible to assess bcth the effects
on children's development of the three different child-rearing envizonments,
but also makes it possible to assess the effects of early versus later entry
into a day care program. -

Desecrition of Participating Agencies

/

In infant group day care, a child is cared for in a center consisting
of several groups with a maximum of ten childrem in each group. Nine group
day care centers are currently a part of this study.

In family day care, the child is cared for in a licensed private home
by a mature non-professional woman. A maximum of five children, with only
two under two years of age, may be cared for in any home. There are three
major types of family day care programs operating under the auspices of the
New York City Agency for Child Development:

1. The Family Day Care Careers Program, which consists of 21 agencies
located in poverty areas in the five boroughs of New York City. The spon-
soring agencies are all community-based. Each agency assumes the responsi-
bility for hiring, training and supervising the provider-mothers, who care
for children in their own homes. These programs serve 59% of family day care
populations. . ) '

2. The Family Day Care Cluster Program: Under this program, a cluster
of family day care homes is attached to a group day care center in their
geographic area and administered in conjunction with the group center.  The
cluster program serves 267 of the family day care population.

3. Those operated by private agencies, serving 15% of the family day
care population. ’

4

Nine Family Day Care Careers Agencies are a part of this study. We
have recruited three cluster programs.

see Table A for a listing of Group and Family Day Care Programs parti-
cipating in the study.

The At-Home sample will be recruited from Child Health Stations located
in the same.areas served by cur day care programs. See Table B for list of
Chilc Health Stations used to recruit the At-Home Sample.
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TABLE A

Day Care Agencies Participating in New York City
Infant Day Care Study

Estimated
: Planned Number of Childre
Group Day Care Centers Opening Date up to 3 years of a
Community Sponsors ' - Jan. 1975 62
¥riends of Crown Heights ' Open 20
Jamaica N.A.A.C.P. ' Open 30
M.F.Y., Inc. ' Open 20
Pacific Community Child Development Center . Open 38
Parent-Child Center of Hunts Point Open 30
. Richmond Early Learning Center Jan. 1975 38
' Riverside Church Infant Day Care , Open , 27
Seton Day Care . Open 20
Tabernacle Day Care Center Open 60
United Organization of Suffolk Street Open 20
, ' . : -+ 365
Family Day Care Programs
Career Programs
Community Development, Inc. Open 10
Church-on-the-Hill Open 20
Clinton Child Care Open 25
- Community Life Open : 50
East Harlem Open 25
Hunts Point Multi Service Open 34
Park Slope ' Open 12
University Settlement Open 26
Willoughby Open 17/
Youth Village, Inc. Open 25
244
Cluster Programs
Bedford Avenue Day Care Open i2
Hudson Guild Family Day Care Open 14 )
Morrisania Day Care Open 16
Wake Eden Day Care Center Open , 20
Westchester-Trement Cay Care Center, Inc. Open 10
' 72
« Private Agencies -
Cardinal McClosky School Open 16
Children's Health Service : Open 20
Jewish Child Care Association of New York ‘ Open . 49
New York Foundling Hospital Open - 10
Talbot Perkins Children's Service Open 8
Windham Child Care Agency ““Open 90
‘ 193
All Family Day Care: 509
(LGOS
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TABLE B

New York City Infant Day Care Study
CH1LD HEALTH STATIONS

FOR AT-HOME SAMPLE

Child Health
Stations
Districts

Address

Day Care Programs in Area

Central Harlem

East Harlem

Lower East Side

Lower West Side

Mott Haven

Morrisania

Sunset Park

Fort Greene

281 W. 127th St.

Madison Avenue
& 122nd St.

2927 Eighth Ave.

2365 Tirst Ave.

24 Avenue D
280 Delancy St.

303 Ninth Ave.

755 E. 152nd St.
1005 Tinton Ave.
401 E. 168th St.

440 Seventh Ave.

434 DeKalb Ave.

Riverside Church Infant Day Care

Community Life Family Day Care

Church-on-th-Hill F.D.C.

East Harlem Family Day Care

M.F.Y. Group Child Care Center

United Organization of Suffolk St.

& University Settlement F.D.C.

Clinton Family Day Care
Concerned Parents Day Care

Hunts Point Multi-Service F.
& Parent—-Child Center (P.C.

Youth Village, Inc

Park Slope Family Day Care

Tabernacle Day Care Center

D.C.
c.)

487
432
598

214

223

CoG09 /
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Sample Recruitment

We have recruited a total of 323 group and family infant day care

children to date. We have lost 87 of these children through attrition.
There are 236 longitudinal infant day care children still in the study.
The attrition rate has been 27%, which is close to the 30% we had anti-
cipated at the beginning of the study. This data is presented in

TABLE C*

New York City Infant Day Care Study
LONGITUDINAL SAMPLE ENTERING, LEAVING AND REMAINING
Fror. September 1972 to November 1974

ENTERED STUDY LEFT STUDY IN STUDY 7% ATTRITION
1972 - Nov. 1974 1972 - Nov. 1974 November 1974
Group | Family| Both| Group| Familv| Both| Group | Family| Both| Group | Family | Botl
\ .
6—-Month (64) (165) (7) (35) (10.9) (21
Sample 82 101 183 25 28 53 57 73 130 30.5 27.7 1 29
I
12-Month (30) (80y (0) (17) (0) (21
Sample 33 50 83 3 17 20/ 30 33 63 9.1 34.0 24
T .
18-Month '
Sample 29 28 57 5 9 14 24 19 43 17.2 32.1 1 24
(123) - (302) (12) (66) (9.8) (21
All Sample 1441 179 323 33 =4 87 | 111 125 236 22'9 30.2 26

*Included in the Group Day Care sample figures are 18 six-month children
and three l2-month children from the Parent—-Child Center. (P.C.C.) who
left after one year in the study due to the design of the P.C.C. program,
and not normal attrition. The attrition rate without these children is
Indicated in brackets in TABLE A,

Cooid
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Our statistical staff has projected the number of sample children
in the longitudinal study that we will finally complete our analysis of
Our conservative estimate of the longitudinal Infant
Day Care children who will remain in the study until 36 months of age is
258. On the basis of our current information we expect these children to
be evenly distributed between the group and family day care samples.
These figures are based on the number of children who are currently in
the longitudinal sample and: the number of children that our participating
agencies have reported to be in the process of recruiting (50 children of
different ages in the two samples), and the number of children that we
anticipate will drop out of the study from now through our completion of

through 36 months.

all data collection.

The projections are shown on Table D.

TABLE D

New York City Infant Dgy Care Study

PROJECTIONS OF SAMPLE CHILDREN

ENTERING AND REMAINING IN THE STUDY

THROUGH THE COURSE OF THE LONGITUDINAL STUDY

Total % -Total No. Total No.
No. who will expected to expected to expected to
enter study leave prior leave prior remain ;hrough
by 1/75 to 36 months to 36 months 36 months
6-Month 178 (D 27.8% 50 128
Sample
12-Month 98 (1) 27.2% 27 71
Sample o
18-Month
Sample 76 - 21.3% 17 59
Total for
all 352 26.7% 94 258
Samples :
(1)

design.

Corrected for children who dropped out from P.C.C. due to this Center's program

Eighteen 6-month sample children and three 12-month sample children.
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{ The projection for the total study is based on the actual length of
time that every child now in the study has been in the study, and a pro-
jected attrition rate based on our past experience with sample drop outs,
i.e., 1f they have been in the study for longer than six months, we applied
the smaller attrition rate for long term study children; if they have been
in the study for less than six months we applied the larger attrition rate
for the short term children.

The sample projections in Table D differ from-our original estimates
in two important respects:

1. We expect to end up with approximately 260 longitudinal infant
day care children instead of 300. However, the reduced sample size is
not primarily due to a larger attrition rate than we had expected, but
because fewer children entered day care who could be recruited than anti~
cipated, a factor which was beyond our control. Furthermore, with the
exception of only two cases who ‘dropped out of the study but not the day
care program, the remaining 85 children left the study because they dFOPPEd
out of the day care program.

g

2. We now estimate ending up with a different age distribution than
our earlier study design called for. We had planned to end up with 300
longitudinal chlildren, evenly distributed by treatment group (i.e., group
and family day care) and the approximate age they entered day care (i.e.,
6, 12, and 18 tmonths). As it turned out, many more children enter the
programs during the first year, with considerably fewer entering during
the second year. Therefore, it becomes necessary to change our study
design. ’

We decided to examine the effects of the age at which children enter

day care by using the precise age at which each child enters day care as
' a value on a continuous variable instead of maintaining distinct age samples.

This variable will be treated as an independent variable in any question
that will reflect the amount of day care experience as a predictor of some -
other facet of day care. Furthermore, it can be controlled for (treated
as a covariate) in questions that look at children irrespective of their
amount of day care experience. In the Multiple regression framework, this
procedure also has the advantage of reducing the number of degrees of
freedom uired to represent "amount of day care experience'.

Yhos¢/ children who have left the study prior to our completing the
36~mog procedures (our attrition sample), will also provide information
vital %o our understanding of infant day. care. The description of demo-
graphic characteristics ¢f children and families using infant day care
will include a comparison of those who leave and those who remain. Data
reported on Infant Day Care environmental variables (i.e., program vari-
ables) will include the total number of observations completed, including
observations of those who have dropped out. In addition, the family devel-
_opment section completes a detailed exit interview with each family that -
leaves infant day care during the course of the study to provide data on
why children leave day care programs.

In addition to the estimated 260 longitudinal sample children, we
plan to  include 100 children who enter a group or family day care program

Qo . ’ Cool2
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‘at three. years of age (tﬁe.36—month sample), as well as children in the

At-Home sample at 6-and 12 months of age. When these samples are com-
bined, the total sample size of the study will include approximately 460
children and families.

'We reviewed cur ‘curreat total sample projections with our statistical
consultant, . Dr. Jacob Cohen, who indicated that, given our new way of
handling the age variable (described earlier), the sample size will be
adequate to answer our study questions.

Description of Proceduresifor Collecting Environmental or Program Input Data

Twd levels of programs input data are being‘collected: (1) Naturalistic

Observations; and (1i) Caregiver\s) Interview. These procedures will now be
described in greater detail.

I

The field team is respohsible for obtaining Inputiand Outcome data in

the following major child's psychological development. In addition, through

observations of the types of food presented to children in their day care
setting, patterns of rest and activity, and the measures -taken to insure
the child's physical safety, input data relevant to the area of Child's
Health, Nutrition, and Physical Development are also collected by them.

The principal method by which the field team collects the above data
is through naturalistic observations of the sample child and his/her
caretaker(s) in the .child's day care setting, i.e., the group day care
classroom, family day care home, or, in the case of the At-Home sample,
in the child's own home. ,

A member of the field team (henceforth referred to as the Observer)
9pends a whole day - from approximately 9:30 A.M. to 4 P.M. - in each
child's day care setting at 6, 12, 18, and 24 months of age.

In additlon, prior to the Llrst.scheduled observation in a family day
care home or the e¢hild's own howe in the At-Home sample, the Observer visits
the provider-mother or child's mother a few days earlier to explain the
study and to answer any questions. The purpose of the'orientation visit is
toestablish rapport with the c}r@taker, and to give the caretaker and sample
child an opportunity to adapt to%a strange Observer, so that they will be
more at ease and natural on the scheduled observation day. In the group

~day care centers, since caretakers and children are moxe used to the presence

of strangers, the orientation visit 1s not conducted. In order to reduce
the" impact of the presence of a strange Observer on the children and care-
takers, the same Observer will be used on alli visits to the same sample
child throughout the longitudinal study. )

Before discussing the observational methods in greater detail, a brief
description of the field team is in order. There are four full-time field
‘team members or obcervers, two of whom are bilingual (Spanish-English
speaking). All of them are females. Three of the $1eld team members are

sciences. A fourth
member is not a college ‘graduate but has had extensive behavioral research
experieace. In addition to the field team, there 1T a field” Superv1sor who

e
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has a Masters degree in Psychology and is now completing her disserta-
tation for a° docto:ate. The supervisor schedules and supervises' the

£ield team's work, and™taintains monthly contact with the Directors or °
Intake workers of all of the programs participating in the study, in order
to insure that all potential sample children are recruited and to deal with
any problems which may arise, \

All of the followihg field team procedures were developed by our
research team for the purpose of the present study. These measures will
be briefly summarized below: See Appendix B for the manuals and data
collection forms of each of the following:

1. Time Line

The Observer records the following major events on the Time Line:
(a) the sample child's arrival and (anticipated) departure time; (b) the
time and duration of morning and afternoon naps; (c) the time and duration
of the main midday (noon) meal, and (d) the time and duration of time the
child spends outside his ddy care setting, which includes outdoor play,
visiting, or shopping For practical purposes, we decided to collect data
only on the child's experience inside his usual setting (classroom, family
day care home, or home). |

2, CORE

CORE (which refers to 'Core' observations) is the principal method
employed in the present study to obtain-data about children's experience
in different day care environments. The emphasis is con the sample child's
experience, whether he is interacting with a caretaking adult or not, and
whichever adult he interacts with. Since the Observer focuses on the
sample child, and whichever caretaker(s) he/she interacts with, CORE pro- '
vides information 'about the quantity and quality of the child's inter-
actions with caretaking adults; it does not allow us to characterize the
behavior of a particular caretaker, particularly in group day care where.
there are usually several caretakers for a group of children. There are,
however, other measures to be described later, which do permit us to char-
acterize the behavior of the child's principal caretaker(s). ’

CORE involves a time-sampling technique, in which 30-seconds of obser-
vation is paired with 60-seconds for coding various aspects of the child's
and teacher's behavior. A CORE sample comnsists of seven comsecutive obser-
vation-coding units, which requires 10% minutes to compléte. '

The Observer.is required to obtain a minimum of two CORE samples in
the morning and two in the afternoon. In addition, one CORE sample is
obtained durlng the noon or main meal, ih order to assess the quality of -
each child's interactions with ‘caretakers during an important, standard,
routine caretaking situation. To summarize, the Observers obtain a mini-
mum of five CORE samples during a single day's observation.

Core deals with 16 different aspects of the child's and teacher's

‘behavior, which can readily be coded during the 60-seconds allotted for

this purpose. In order to prevent Observer bias, in terms of when CORE
observations are made, CORE samples (with the exception of the Noon Meal
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Core) can only be obtained during specified time periods, one-half hour
apart, distributed throughout the day. 1If the Observer is unable to
obtain the minimum required number of CORE samples, she re-schedules
another visit to collect the missing data. CORE was designed to be used
for children from 6 to 24 months of age, and for the longitudinal samples,
it will be obtained at 6, 12, 18, and 24 months of age.

A reliability study of CORE on 60 children, ranging in age from six
to 36 months, was carried out. In order to assess the degree of inter-
observer reliability for CORE, each of our field team members was paired
with every other Observer, with each pair jointly observing 10 children.
The level of inter—observer agreement was quite high, with the Kappa
reliability coefficients ranging from .73 to .98 for the 16 CORE Columms
or variables, and only two below .80. :

(a) Supplementary Information for CORE

Supplementary Information for CORE is completed by the ‘Observer
immediately after each of the five CORE samples, and is designed to supple-
ment information not contained in CORE. The Supplement provides the fol-
lowing kinds of information: (a) The teacher-child ratio; (b) the presence
or absence of physical danger to the sample child, and the teacher(s)'
response to potential danger situations to children; (c) the language used
by the teacher(s) with the child (whether English only, Spanish only, or a
combination of the two): (d) unusual conditions which may invalidate the
Observations; (e) unusual or peculiar behavior by the child; and (f) unusual
or peculiar behavior by the teacher. The foregoing 1nformation is specific
to the preceding 10% minute CORE sample.

3. Noon Meal Measures

The following measures are obtained during the main midday meal:

(a) CORE

A 10} minute CORE sample, including the CORE Supplement, using the
same protocols as the morning and afternoon CORES, is obtained during the
noon meal.

(b) Food Record !

The Food Record was developed by our research team, under the direction
of Catherine Cowell, Director, Bureau of Nutritior New York City Health
Department, who will also guide us in analyzing thi. data. The Food Record
is designed to.provide a rough estimate of the nutritional input to chil-
dren in different day care settings during the course of a single day's
observation, and particularly during the noon meal. The Observer records
"the types of food presented to the sample child, when they are given, and

. whether the child eats at least some of the food or rejects it entireﬂ .
For practical reasons, we decided not to attempt to measure the actual
quantities of food ingested by the child. '

(c) Supplement to Food Record

The Supplement provides two basic kinds of information, and Is completed
by the Observer at the end of the noon meal.

ERIC (6015 o
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i) Checklist of Feeding gkllls Observed Durlng Lunch

| .

K This consists of two relatlvely‘gigple scales, which indicate impor-
tant milestones in the child's inkreasing skill in feeding himself liquids
and solids. It is scored on the b:Sis/of the level of competence manifested
by the child during lunch, and not on information provided by the caretaker.

ii) Rating of Teacher and Child During Lunch .

These consist of a number of rating scales designed to assess the nature |
of the teacher-child interaction during lunch. It includes such variables
as the child"s and teacher's affect, the degree to which the teacher enriches
the interaction beyond the routine task of feeding the child, how responsive
she is to the child's cues, etc.. Since there are such great differences in
teacher-child interactions involving six-month old infants and those involv-
ing older children, two separate protocols have been developed, one to be
used for the six-month sample and one to be used for 12 to 36-month old
sample children.

4. Checklists of Teacher-Child Interaction:. Learning, Language,
and Control

The "Checklists are designed to give us more detailed information than
we obtain in CORE about how teacher and child interact in three areas: -
Learning, Language, and Control. These three aspects of teacher-child
interaction were selected for more "in-depth' study because of their

importance to children's cognitive and social development.

The Checklists are used at the 12, 18, and 24 month. age cycles, and
are completed on the same day in which CORE is collected. In contrast to
CORE, which employs a time-sampling technique, vhere 30 seconds of obser-
vation are paired with 60 seconds for coding (for a period of 10% minutes),
the Checklists are completed on the basis of 10-minute periods of continuous
observation, which are interspersed between CORE samples throughout the day.

The Observer is required to make observatlons until she obtains two .
teaching, two language, and two control.interaction samples. The Checklist
is scored only if there is a teacher—child interaction in one of the above
areas. She codes ohly the first of each of the above kinds of teacher-child
interactions that occur during a 10-minute observation period.

5. Physical Setting, Materials, and Equipment Checklist

The Physical Settlng, Materials, and Equ1pment Checklist is de51gned
to assess the physical enviromment of each child's day care setting; the
group day care center classroom, the, family day care home, and the child's
own home in the At-Home sample. It provides information abou:¢ the number
of children in the setting, physical space and appearance, play materials,
eating, sleeping and ‘toileting arrangements, and health and safety. factors.

N

The Checklist observations are made when the child is 6, 12, 18, and
24 months of age, and are completed on the same day as CORE, when the
sample child is asleep. /.

There are two Checklist forms; one for the six and .12-month samples,
and another for the 18 and 24-month cycles. The reason for two separate
forms is that the types of materials and equipment suitable for the younger
and older children differ widely. !

C6016
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j . | , - 6. Summaries of Teacher(s)' Behavior and Child's Behavior

These consist of two sets of global rating scales, one character-
izing the teacher(s)' behavior and one chatacterizing the sample child's
behavior. The Summaries are used with 12, 18 and 24-month cycles. The
Observer completes them at the end of the Observation day, and are
based on her impressions of the behavior of the teacher(s) and sample
child throughout the day.

In group day care, where there is usually more than one teacher for
a group of children, separate Summaries are completed for each of the
principal caregivers who have interacted with the sample child.

IT. Caregiver Interview

_ Field Team members interview each sample child's principal Caregiver,

using the Caregiver Interview. The Interview is designed to obtain infor-

mation about the Caregiver's background (education, relevant work experi-

v ence, etc.) her relations with her agency, her on-the-job training, job
satisfaction, her ideas on child-rearing, and her relationship with the
sample child's family.

Caregivers are interviewed once a year. In Family day care settings,
and in the home setting (for the At-Home sample), the interview is con-
ducted on the same day in which naturalistic observation data are obtcained,
when the child is taking a nap. Caregivers with children who are part of
the 6-month sample are interviewed when the child is approximately 6, 18,

_and 24 months of age; Caregivers with children in the 12 and 18-month
samples are interviewed when the child is approximately 18 and 24 months
of age. In group day care settings, appointments for the annual interview
may be conducted on a day other than when the naturalistic observations
are made, and are arranged through the Director of the day care center.

.There is one basic interview format. However, certain questions
within this format are dropped or vary according to the setting (Family,
Group, or At-Home), the child's age, and type of interview (Initial or
r Follow-up) .

i "The Interview takes approximately one hour. The Interviewer follows
a prescribed format and records the Caregiver's responses on the protocol. -
The Interview consists of both open-ended and structured questions.

Careéivers of sample children are interviewed by the Field Team
Member with whom she is already familiar. If the Caregiver is bilingual,
the Interview is conducted in the language with which she is most com—
/ ' fortable. On the basis of the Interview protocols we have collected
thus far, we are in the process of developing a system for precoding the
[ Caregiver's responses, which will greatly 31mp11fy the 1nterview1ng process.
" (See Appendix B for Interview Protocols). :

In terms of data collection, during the first half of 1974, 187 all-

! day naturalistic observations were completed by the Field Team. 489 obser-
i vations have been completed since the start of the study. During 1974,

120 Caregiver Interviews were completed.
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DEVELOPMENTAL OUTCOME MEASURES . ' -

This section of the report contains a description of the develop-
mental outcome measures in three major areas of functioning: (A) Child's
Nutrition, Health, and Physical Development; (B) Child's Psychological
Development; and {C) Family Development. These measures are collected
under the Maternal and Child Health Service, Grant No. MC-R-360011.

PROCEDURES FOR ASSESSMENT OF CHILDREN'S NUTRITION, HEALTH, AND PHYSICAL
DEVELOPMENT

Data on children's physical development is collected through three
basic approaches: A series of clinical examinations performed by staff
pediatricians using an age specific protocol at 6, 12, 18 and 36 months
of age including the measurement of height, weight and head circumference;
a series of laboratory tests including urinalysis and blood tests at the

~ same ages; and review of medical, immunization and attendance records
every six-.months. This information will provide a detailed picture of
the development of children in the three settings.

A review of pre-natal and birth records is used to défine all sample
children as at risk or not at risk births for comparison purposes, and
to help interpret growth and developmental pattermns.

A comparison of our findings with those of the children's regular
source of medical care and the analysis of immunizations received will
yield data on the adequacy of care received by infants in the study from
the various medical care programs available to themn.

PROCEDURES FOR ASSESSMENT.OF CHILDREN'S PSYCHOLOGICAL DEVELOPMENT -
: _ ;

The psychological testing team ccllects baseline and development
outcome data on children's psycholegical development, which' includes
cognitive and language development on the one hand, and on the other
hand social, personality, and emotional development. ‘Children are
tested at 6, 12, 18 and 36 months of age. For the infant day care longi-
tudinal sample the first evaluation constitutes a baseline measure of -
the child's psychological functioning, and subsequent measures consti-
tute outcome measures. Comparisons of developmental outcome between
children with varying amounts of Group and Family infant day care expe-
rience, as well as children reared at home by their own mothers during
the first three years of life, are made at two-important ages: 18 and
36 months of age. In assessing children's psychological development we
distinguish between two levels of experience and functioning: (i) The
first 18 months of life, which represents the sensorimotor period;
and (ii) the period from 18 to 36 months of age, where language plays
an increasingly important role in children's experience and psychological
development. We distinguish between these two levels because the factors

_ which facilitate development on the sensorimotor and verbal levels differ.
Infant day care environments and the development of children in the
three different child-rearing situations (group day care, family day care,
and At-Home) may differ on one level and not the other. Comparisons
between day care environments or programs will be made on the basis of
the data collected by the field team. But any significant differences

\ which are found in children's experience between different day care
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programs will be bounced off the developmental outcome measures at 18
and 36 months of age to see whether an environmental difference makes
a difference in terms of children's later development. -

The following Psychological testing'procedures are used in the
present study:

1. Bayley Mental Scale

Children are tested on the Bayley Mental Scale at 6, 12, and 18
months of age. Since the last progress report, we have eliminated the
27-month testing cycle, for several reasons. Our testers found that
at 27 months of age they could not obtain a ceiling on the Bayley on
many of the children they had tested, which would underestimate the
child's intellectual functioning. Furthermore, in projecting our future
testing load, with the addition of the 100 children in the At-Home sample,
and the addition of a more extensive testing procedure on 350 childyen
for the 36-month evaluation, we decided that, given our resources, our
testers would not be able to carry this load. Since the 6, 12 and 18-
month testing cycles serve as baseline data for the children in these
age samples, and the 27-month cycle was not necessary for this purpose;\
we felt that we could eliminate it without compromising the quality of
the evaluation of developmental outcome in this area.

2. Bayley Motor Scale

The Bayley Motor Scale, which is designed for use with children
between 2 and 30 months of age, is only being administered to the 6 and
12-month children. The reason for not administering it to older children
is that, starting at 18 months, a large proportion of the items require
the use of stairs and a walking board, equipment which is much too bulky
for our testing team to take with them to family day care homes, which
are often located in walk-up tenements.

{

3. Stanford—Binet‘

-

The 1960 revision of the Stanford-Binet will be administered to-
children in the 36~month testing cycle, which began in the Fall of 1974.
We are using a Spanish version of the Blnet for the Spanish-speaking
children in our sample.

4. Behavior Rating Scales

3
\
-

The Behavior Rating Scales were adapted ff&m the Bayley Infant
Behavior Record, and are designed to assess various aspects of children's
behavior during the standard test situation. L Scales are being used
for the 6, 12, and 18-month testing cycles. A sqmewhat different set
of rating scales will be used for the 36-month evaluation, which are -
described later in this progress report. :

5. Verbal Comprehension Scale

The Verbal Combrehenéion Scale was developed by the Principal
Investigator of the present study for use in a previous lomngitudinal
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study of social class differences in cognitive and language development
in children between two and three years of age. The Scale assesses

Y children's language understanding or comprehension, using a standard

{ testing format. The Scale was extended downward to 12 months of age.

' The downward extension of the Scale, which is being used in the 12

and 18-month testing cycles, was described in last year's progress
report. Since that time, we had decided not to use the Comprehension
Scale in the 36-month evaluation cycle for several reasons. Whereas,
the Comprehension Scales at 12 and 18 months can be administered during
the same session as the Bayley, at 36 months it would require a sepa-
rate testing session, which would take approximately one hour. Since
at three years of age, the Comﬁrehensiqn scores correlate very highly
with Binet scores, and in this sense was redundant, we decided to
eliminate it at this age. In addition, there were also serious problems
in translating some of the items from English into Spanish.

6. 36-MONTH EVALUATION PROCEDURES

, At 36 months of age, there is an in-dcpth, comprehensive evaluation
of the cognitive, language, spcial, personality, and emotional functioning’
of all children in the study, ‘except for the 6 and 18-month children in
the At-Home sample. This wili}include approximately 350 childrepn.

Major Variables

-

&
1. Cognitive and Iynguage development

2. Interpersonal relations:
(i) How the child relates to familiar adults (Caregivérs)
‘(11) How the child relates to an unfamiliar adult (Examiner)
(i11) How the child relates to peers (children between two
and four years of age)
3. Cognitive Style
4. Expression of Affect
5. Evidence of unusual behavior

4

(1) Evidence of suspected sefious intellectual or personality

v procblems
- (1i) Evidence of unusual capabilities
Who will Do the Evaluation? A

1. The Testing Team consists of people who are at least at
the M.A. level in psychology or education and/or who have extensive rele-
vant experience with young children in a diagnostic testing, therapeutic,
or teaching capacity.

2. Spanish-speaking children are evaluated by Examiners who
are fluent in both English and Spanish. o
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General Methodology

-

1. Children are evaluated in the following three situations:

(1) Standard Intelligence Test Situation (Stanford-Binet).
(1i) Play .Interview

The interview is carried out in the child's natural day care setting
but an attempt is made to carry it out in a relatively quiet, private
location, which is as free from distraction as possible. The interview.
lasts approximately 45 minutes. The Examiner presents the child with
the following types of toys: (a) People (family dolls, soldiers, etc.);

. {b) Furniture (kitchen, bathrocm, bedroom); (c) Eating utensils;

. (d) Vehicles (cars, boats, etc.); (e) Animals (domestic and wild);

- (£) Building blocks. The child is told that he is free to play with

' them in any way he wishes. The Examiner plays a relatively non-directive,
responsive role, a participant-observer who follows the child's lead.

(iii) Naturalistic Observations

“The Examiner observes the child in his usual day care setting on
two different mornings for 45 minutes each time. At the end of each
hour observation period, the Examiner rates the child's behavior on
a number of scaies, dealing with various aspects of behavior.

2. The Time frame is as follows:

, (i)r The evaluation is carried out on two mernings (from
approximately 9:30 to 12:00), not more than a few weeks apart.

(i1) The following format is used:

Day 1: (a) 45 minute Naturalistic Observatioﬂ;
(b) Play Interview (45 minutes).

Day 2: (c) 45 Naturalistic Oqservation;
(d) Stanford-Binet (1 hour) ,

3. Children are rated on the same behavior scales in all three
situations. .In the Naturalistic Observation situation, children ar. rated
separately on each occasion. These scales .deal with the child's function-
ing in four areas: (1) Language; (2) Relationships with people (Adults
and Peers); (3) Cognitive style, and (4) Expression of Affect.

The ratings on the child's relationships with peers can, of course,
only be done during the Naturalistic Observations, since there are no
peers present or involved in the Standard Testing situation or Play Inter-
view. Furthermore, there are differences between Group and Family Day Care
programs, in terms of the potential for peer interactions. In Group day
care centers, there are always a relatively large number of peers (about
ten children between two and four years of age) with whom the child may
interact; whereas in Family day care, there are certainly fewer peers
and in some cases none, and the age range is likely to be greater. In
making their ratings of the child's social competence with peers, the
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3 Examiners take such differences in the potential for peer interaction
into account. :

Day Care environments also differ in other aspects, which may
affect children's behavior. For example, some day care settings may
provide children with a rich variety of play materials, while others
are very meager in this respect. Caregivers may vary greatly in how
they relate to children, which, of course, also affects how the child
relates to adults, at least as manifested in his day care setting. For
these reasons, we have added the Play Interview, which is a relatively
standard situation, in terms of the play materials available to the
child and the behavior of the adult (Examiner). At the same time, in
contrast to the Test Situation, which is also standardized, the Play
Interview provides an opportunity to see how the child functions in a
relatively unstructurad situation, where he is free to use the play
materials in his own way, and where there is an interested, responsive
adult who is willing to follow his lead. .

While each of the three situations in which the child is being
evaluated has' its drawbacks, we believe that by observing children in
all three types of situations, which in a sense complement one another,
we will obtain a better composite picture of how the child functions.
Seeing the child on two different occasions under different conditions
also provides a more reliable picture of the child's functioning.

In devising the 36-month evaluation procedures, we have attempted
to develop the most comprehensive evaluation design which would be
feasible with 350 children, given our resources, but at the same time
would serve our purposes. : :

4. 1In terms of data analysis, we are considering the following
approach: The same sets of rating scales will be used to evaluate the
child's functioning in all three situations in the following areas:

(1) Language; (2) Social Competence; (3) Cognitive Style; and (4) Expres-—
sion of Affect. Each of the foregoing four behavior categories consists

of several rating scales, dealing with somewhat different aspects of the
same variable. For purposes of data analysis, the scales in each area

of functioning can be combined into a single composite scere, reflecting
the child's functioning in that area. The scores for each of the four
categories obtained under Naturalistic conditions on two occasions can |

be comhined. This will result in three sets of behavioral ratings, one

for each of the three situations (Intelligence Testing situvation, Play
Interview, and Naturalistic Observations), in our four areas of functioning.

oo ‘ PROCEDURES FOR ASSESSMENT OF FAMILY DEVELOPMENT

Two methods of assessing family functioning are used in analyzing
family development for this study: (1) The Hollingshead Two-Factor
Index, which is based on the education and occupation of the head of the
household, supplemented by the total income of family, and the source
of income (i.e., Public Assistance and/or wages). (2) The St. Paul Scale,
which was developed by Geismar and Ayres, assessess qualitative aspects
and changes in the pdttern of family functioning. The above information
and supplemental material on maternal health history. parent language
behavior and infant nutrition are obtained in a series of interviews with
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families in their homes.. If a family leaves the day care agency before
the child is 36 months, an exit interview is held to explore reasons
for leaving. .

DATA ANALYSIS

While we have had a general idea about how the data in this study would
'be analyzed, now that we have completed the development of all of our
assessment techniques, the senior members of the research team, working
with our statistical consultant, have turned our attention to specifying
the data analysis strategies and procedures we plan to use. This process
began more intensely during the current year, and should be completed
during the next year. The data will be analyzed at two major periods:
(1) the 18-month evaluation, which will be completed by the Fall of

1975; and (ii) the 36-month evaluation, which will be carried out at the
end of the study. In some ways the 18-month data evaluation will be.
preliminary and is designed to both provide some data earlier than 1976
and to refine our data analysis procedures for the final 36-month
evaluation, which will, of course, be more comprehensive and include

~ the 18-month data. , Ty ) '

Before describing the data analysis methods in more detail, a
brief review of the study design may be helpful at this point. This
is a large-scale comparative study of Gréup and Family infant day care
. programs in New York City, and the effects of these programs on children
- and their families. Approximately 450 children between 6 and 36 months
of age and their families are included in the study. We anticipate
that approximately 250 children who enter a Group or Family infant day
care program between 2 and 21 months of age will be followed longitu-
dinally until 36 months of age, after a number of children have dropped
out of the study due to attrition. (The 18-month evaluation will include
approximately 225 Group and Family day care children, 'and an additional
100 children in the 6 and 18 month At-Home samples). In addition to the
foregoing -children, 100 children who have been cared:for by their own
mothers at home and first enter a Group or Family day care program at
three years of age will be compared to the 250 1déngitudinal infant day
care sample at 36 months. Comparisons of initial sample characteristics,
day care environments or programs, and development outcome are being
made in three major areas of functioning: (A) Child's Nutrition, Health,
and Physical Development; (B) Child's Psychological Development; and (C)
Family Development. The design of the study makes it possible to com-
pare the development of children in three different types of child-
rearing environments (Group Day Care, Family Day Care, and At-Home), to
assess the effects of early versus later entry into a day care program
as well as to compare the experience of children and families in the
three treatment groups. In addition to studying group differences in
experience and development, the research is also designed to study
individual differences, to relate individual differences in experiences
to differences in developmental outcome, which will enable us to identify
the environmental factors or program compofients which facilitate the
development of children and their families. The major demographic,
program, and outcome variables to be analyzed statistically are listed
in the Data Analytic Framework (See Appendix C).
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For the longitudinal aspect of the study, in order to assess the
effects on children and families of the two types of day care programs,
or they effects of early versus later entry into day care, we must first
determine whether the children or families in the two day care programs
or children who enter day care at different ages differ initially in
any important respect which may affect their subsequent development.
In order to do this, we have identified approximately 20 demographic
and initial characteristic or baseline variables which will be used ¥
compare children and families in the two types of day care programs
and different age samples. The demographic variables include such
factors as the child's sex, ethnicity, and birth history; the family's .
socio-economic status, family composition or make-up, the mother's age,
etc, The baseline variables, which assess the child's functioning when
he first enters a day care program and the family's functioning just
prior to this time, fall into the three major ‘areas described above.
These include such factors as the child's health and physical devel-
opme <%md;he child's intellectual and personality functioning; and the
"pattern of the family's functioning before the day care program has
had an impact. The baseline measures are similar or in some cases
identical to the outcome measures in the same three areas of function-
ing, and, of course, must be taken into account when assessing the
effects of the child's subsequent day care experience on his development.

Briefly, the data analysis strategy we plan to use in assessing
and dealing with possible differences in our Group and Family day care
longitudinal samples, is as follows: Children and. families in Group
ankd Family day care will be compared on the.20 demographic and baseline
variables mentioned above. On any variable which the two day care
samples differ significantly, we will attempt to determine whether that
variable correlates significantly with any of our outcome measures at 18 or
36 months of age. Since the relationship between demographic or

. baseline variables and developmental outcome may be affected by the
type of day care program or experience a child has had, where it
becomes necessary to determine the effect of demographic or initial
characteristics on outcome, the treatment group will be taken into
account, i.e., pooled within-group correlations will be determiined.
Furthermore, when making outcome comparisons between our treatment
groups, any initial differences between them which correlate signi-
ficantly with developmental outcome measures will be corrscted for
statistically. !

During the current year we have been refining the specific pro-—
cedures ye plan to use for analyzing the mass of program input data
we are collecting, and expect to complete this process in 1975. See
Appendix C for detailed description of these procedures.

It will be recalled that imput data Is being collected in three
major areas: (A) Child Health, Nutrition, and Physical Development;
(B) Child's Psychological Development; and (G) Family Development.
Before describing the data analysis procedures in more detail, we will
present our overall strategy for dealing with this data.

Program input will be analyzed on four different levels, ranging.
from broad molar categories, such as the three major areas described

il




OCD - Final Progress Report - 22

i above, to the molecular level of the hundreds of specific items within
each of these areas. The same basic approach will be used in dealing
with initial baseline measures and developmental outcome measures in -
each of the three areas of functioning.

Level I: On the most molar level, a single index or score will
be computed on the basis of all of the measures obtained, which reflects
the quality of the program in each of the four major areas. That is,
there will be three separate indices or scores, one global score for
each area, which reflects the quality of the program in that area.

Comparisons between the two types of day care programs will be
made in each of the three major areas, for each age cycle separately,

, v (i.e., 6, 12, 18, znd 24 month observation cycles) to see if the pro-
" . grams differ in these respects.

Program input scores in the four areas will be related to the
18 and 36-month developmental outcome measures in the same three areas,
taking into account demographic and initial baseline measures of chil-
dren and families, type of day care program. and amount of day care
experience. We will both determine the relationships between outcome
measures at 18 and 36 months with program input measures for each age
cycle separately, and, assuming their homogeneity, determine the pooled
within-group relationships. Even if we combine input scores for differ-
ent age cycles, we will maintain a distinction between environmental
input and developmental outcome on the sensorimotor level (i.e., up to
18 months of age) and the verbal level (18 months and older), particu-
larly in analyzing the data for children's psychological development.

Level IT: Within each of the three major areas, there will be a
number of variables or sub-scales which will also be used in making
treatment group comparisons, and related to developmental outcome. The
number of such variables within each of the three categories will proba-
bly not exceed ten. For example, in area A (Health, Nutrition, and
Physical Development), there will be sub-scales dealing with Nutritional
Input, the Adequacy of Child's Health Care, Safety, etc. These will be
described in more detail later in this report. :

Level III: Within each of the three major areas, a number of
specific hypotheses will be tested, derived from unanswered and perhaps
controversial questions about infant day care. The hypotheses will be
based on more molecular, more specific data than the variables or sub-
scales of Level II, and there will probably be a somswhat larger number
of hypotheses than sub-scales within each major category. For example,

in Area A, one such hypothesis may be: Do day care programs which i.=ve

- formal arrangements or tie-~ins with medical facilities result in bet! . r
health care for children than programs which do mot have such arrai. .-nts?
Or in Area B, Child's Psvchological Development, we may want to tes: ..2

following hypotheses, which stem from concerns expressed by many pe : ¢
in the early childhood field: Do children in group care receive less
individual attention than children in family dav care? 1Is the care pro-
vided to children in group care more impersonal than the care children
receive in family day care? Does a child's own mother (i.e., the At-
Home sample) express more feelings, both positive and negative, than
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substitute caregivers express toward children in group and family
day care?

. Level IV: There are hundreds of items on which observations are
being made. Since their sheer number precludes drawing meaningful
conclusions over the entire set (e.g., by harvesting "significant'
results), we will offer tabular summaries by treatment group and age
group in the exploratory spirit of providing bases for generating hypo-
theses for further work by ourselves and other investigators. For each
measure used, frequency data on each item will be printed out by
Treatment Group (Group, Family, and At-Home) and Age Cycle (6, 12, 18,
and 24 months). For example, in Area A (Health, Nutrition, and Physical

- Development), we may print out tables of the specific types of food
presented to children during the noon meal in different treatment groups
and at different areas. This kind of information can be useful to nutrl—
tional consultants in helping day care programs improve the nutritional
value of the food offered to children.

We will now present a more detailed description of the procedures
to be used in analyzing environmental or program input data for Areas
A, B, and C, with a particular focus on Levels I and II.

Area A (Child's Health, Nutrition, and Physical Development)

Le.21 I: As mentioned earlier, there will be a composite score
of 2ll measures or variables used to evaluate the quality of program
input related to this area of functioning. The specific procedures
for computing such a score are now in the process of belng developed
and will be completed in 1975.

Level II: The following variables or sub-scales are being developed
for this level of data analysis:

o>

- , 1. Nutrition Index: This data is collected by the Field Team,
which observes sample children during the noon meal, and records the
food presented to the child on the Food Record. This data is being
prepared for analysis by the New York City Health Department's Bureau
of Nutrition, under the direction of Catherine Cowell.

. 2. Health Care Index: The procedures for analyzing this data
are still in the process of being developed by the project's Medical
‘Director and Consultants. Briefly, it consists of the following sub-
indices:.

a. Number of Undiagnosed and Untreated Medical Problems: The
medical findings of the child's regular source of medical care (based
on records which we obtain from these sources) will be compared with
the findings of our research pediatricians and laboratory data.
Adequacy of care is reflected in the number of undiagnosed and
untreated \redical problems detected by the project's fiedical team.

b. Immunization®*._An assessment will be made of the adequiacy of
age appropriate immunizations receil by the sample child after
he has entered the day care program (based on records obtained from

the child's regular sources of care).
.
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i c. Frequency and Regularity of Well-Baby Care Visits: The
number and regularity of Kept appointments for well-baby care after
the sample child has entered the day care program will be examined,
based on recoxds obtained from the child's regular health care sources.

3. Day Care Attendance Record: This consists of the following sub—
indices (based on the day care agency's records):

a. Total number of days reported absent annually, (for whatever
reason) .

l . » .
} : b. Average number of reported consecutive days absent.
i c. Number of days absent for reported illness.

4. Safety Index: This consists of the following sub-indices (based
on Naturalistic Observations by metmbers of the Field Team):

a. Physical Safety Hazards: Field Team members record the
: physical safety hazards observed in the child's usual day care
setting on the Physical Setting, Material, and Equipment Checklist.

'5. Safety practices by Caregivers: Field Team members record
the safety practices by the sample child's caregivers on the Core
Supplement. :

Area B (Child's ’sychological Development)

Level I: TFor this level of data analysis, we have developed the »
Infant Day Care Z“nvivonment Index. The data ‘oxr the Index is obtained - 3
by members of the F:eid Team, on the basis of all-day naturalistic ‘
observations of each sample child in his usual day care setting at 6,

12, 18, and 24 months of 'age. Except for the 6-month observation

cycle, which involves only the use of the first four instruments, the
Index is based on the following eight measures: (1) CORE; (2) Supplement
to Core; (3) Supplement to Food Record; (4) Physical Setting, Material,

and Equipment Checklist; (5) Checklist of Teacher-Child Interaction:
Learning; (6) Checklist of Teacher—Child Interaction: Control; (7)
Checklist of Teacher-Child Language; and (8) Summary of Teacher's Behavior.
These instruments were developed by our research team for the purpose of
this study, and the scoring protocols and manuals have been submitted to
Office of Child Development in previous progress reports.

For each of the above instruments, we have devised a weighting system

for different categories cf Caregiver behavior within an item which glves

i greater weight to behaviors which we believe to have greater value, in
terms of facilitating optimal development in children, than behavioral
categories with lower weights. For example, for the 18 to 36 month Cores,:
the Observers code the extent to which the Caregiver comforts or shows
affection to the sample child (Column M, Comforts/Affection). The
following weights were given to each category for this item: (1) Distress/
Responds is given a weight of 3; (2) Distress/None or-Negative Response is
given a weight of 1; (3) No Distress/lees Affection is given a weight
of 4; and (4) No Distress/No Affection is given a weight of 2. That is,
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we glve greafer welght to Caregiver behaviors which are assumed to

have greater value from a developmental point of view. Anoth

example from CORE is necessary in order to make the weighting system -
clearer. Observers also code the control techniques used by the
Caregiver with the sample child (Column N, Control Techniques). The
following weights were given to each category: (1) Gives Reasons is
given a weight of 5; (2, Praises, Rewards, Promises is given a weight

of 4; (3) Asks, Tells is given a weight of 3; (4) Criticizes, Threatens,
Screams: and (5) Physically Forces, Punisihes, Spanks are both given a
weight of 1; and (6) No Attempt to Control is given a weight of 2. We
give greater value to positive than to negative techniques, and in this
particular case we give greater value to no attempt to control than to
the use of negative control techniques. More importantly, in comparing
the weights for columns. M and N, it is apparent that the weights in the
second column have a greater range than those in the first. What we have
done is to.give weights to different categories within a column or item
separately, making as many discussions as necessary in assigning value
weights within a column. However, in order to compensate for different
weight ranges foyr different columns or j*=ms, we are converting the
welghted scores for each item to standai . scores, in order to allow each
item to contribute equally to the variance of the total Index. Further-
more, prior to combining the contributions of each instrument into the
total Index score, a separate standard score will be computed for each
instrument. The purpose of this procedure is to equalize each instrument's
contribution to the variance of the total Index.

The weights were assigned to different categories within an item on
an a_priori basis by consensus of the senior members of the research team.
This procedure was necessary in order to reflect qualitative differences
in Caregiver behavior in the total Index score. In a sense, what we have
done is to convert the categories within items to sub-scales with differ-
ent weight ranges. By converting the weighted scores to standard weighted
scores, we compensate for range differences among different items. This
procedure not only deals with the problem of different weights within an
instrument, such as CORE, but cuts across all eight instruments which make
up the Infant Day Care Environment Index. '

The Index is designed to provide a global muasure of the quality of
the child's experience or program input in the cognitive language and
social personality areas. Higher Index scores reflect higher quality,
in terms of environmental experience, in these areas. 1In addition to
the Index, we are now in the process of developing a number of sub-scales
which are listed under data analysis procedures for Level II.

Level II: The following variables or sub-scales, which will be
derived from the same eight instruments mentioned above, are tentatively

being considered for use at this level of data analysis:

1. Cognitive-Developmental Index

2, Language Index

3. Positive Social-Emotional Index

4. Negative Social-Emotional Index

SO |
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5. Caregiver Emotionality Index (which reflects how much positive

and negative(j?fffégﬁregivers express to children). )
/ ) v ) o

6. Quantity of Control Index

7. Quality of Control Index

8. Physical Setting, Materials, and Equipment Index.

Once the items which go into each of the above scales are selected,
we plan to appraise aspects of the construct validity of our scales by
subjecting them to internal item analytic procedures, including factor
analysis.

Area C (Fami}y Development)

The procedures for analyzing program input for this area have not
yet received the same attention as the other major areas discussed above.
We plan to give this more attention in the Winter of 1975. We can, however,
identify the following sources or instruments used in collecting this data:
(1) The Caregiver Interviewer; and (2) The Family Interview.

Multiple Regression/Correlation Procedures

The major data analytic procedure which will be employed later in
this. study is Multiple Regression/Correlation (M.R.C.), emgloyed as a
general data_analytic system as described by Cohen (1968),* Cohen & Cohen
(in Press), 2 and others (Bottenberg & Ward, Overall, Jemnings, etc.).
This is a highly flexible, highly general procedure which incorporates
as special cases the analysis of variance and the analysis of co-variance.
It handles both qualitative and quantitive measures, both rectilinear and
curvilinear relationships, both balanced and non-orthogonal designs, as
well as interactions and missing data. It yields useful measures of

. effect size (various types of correlations and regression coefficients,

proportion of variance), which are subject to statistical hypothesis testing
and estimation, and statistical power analysis. Where statistical adjust-
ment is required, it will be accomplished by the partialling which is
inherent in MRC.

MRC is a ¢omplex analytic method. For descriptive purposes, we will
report proportions, means and standard deviations as necessary. Since
MRC may employ information in virtually any form as well as multiple
variables, it is optimal for the type of complex field research we have
undertaken. :

1J. Cohen, "Multiple Regression as a General Data—Analytic System",
Psychological Bulletin, 1968, 70, 6, 426-443

2J. Cohen & P. Cohen, Applied Multiple Regression/Correlation Analysis

for the Behavioral Sciences, Lawrence Erlbaum Associates, in Press.
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Family Development Director

May 19, 1972

Dr. Thelma Zener

Health, Education and Welfare
Office of Child Development
Research and Evaluation Division
P.0. Box 1182

Washington, D.C. = 20013

Dear Dr. Zener:

As I discussed with you on the telephone yesterday, the
New York City Infant Day Care ‘Study is facing a serious problem
caused by a freeze in hiring of new session doctors in the City
of New York. This is a problem to us, as the New York City Health
Department is to cover the cost of the pediatricians who will be
doing the medical examinations of the infants in our Study. It is
expected that as soon as the freeze is lifted we would be able to
look to the Health Department for continuing support of our
pediatricians. As, however, it is impossible at the present time
to predict the length of the current freeze, we are requesting that
the Office of Child Develcpment consider a supplement to our current
grant No. OCD-CB-118 to cover our pediatric costs from June, 1972
through February, 1973. If the freeze is lifted before February 1st,
the session pediatricians, who will be hired for this purpose,
would then be transferred to the Health Department payroll and the
unused portion of the supplement woul-d become an unencumbered
balance at the end of the grant year.

: We anticipate the need to give medical examinations to (80)
six-month old infants and (40) children at 18 months of age in our
six-month and 18-month samples from now until February. This would
mean that we would need funds to examine (120, children.

£ .

We are therefore requesting $3,500. (thre- thousand five hundred
dollars) for (70) pediatric sessions at $50. }«: session. This is
based on a pediatrician -examining two childrer, =ompleting the
research protocols, and conferring with the dir<<tor of the center,
if necessary, in each session. As we are gather.ng our sample from
(18) different groups and agencies throughout the three boroughs,
we feel that this is a practical estimate. Ten additional sessions
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are budgeted for training and for possible re-visits. The Medical
and lHealth Research Association of the New York City, Inc. has
agreed to place these sessions in the consultant budget thereby
not requiring overhead or fringe benefits costs.

The availability of the pediatric sessions during this period
is crucial to our ability to utilize the Input data that has to be
gathered in the Input section of our Study. The data about the health
programs that each family day care program and each group day care
center is delivering to the children is only of value if we can
interpret it against the health of the child and the level of health
care that the child is receiving under the program. This later
information is to be obtained through the comprehensive pediatric
examination. The detailed description of the method for obtaining
developmental outcome in the health, nutrition and physical
development sections is described on pages 17 through 19 of our
project proposal. A colLy of these pages is attuched to this letter.

The cost of the Study chief pediatrician is being carried by the
New York City Health Department. The Health Department is also in a
position to obtain the 12-month blood tests and analyze all of the
blood tests on sample population in their laboratory through their
regular staff. The collection of attendance and health record data
and the administration of the Bayley Motor Scales will be accomplished
by the’  Infant Day Care research staff.

Additional source of funds is also urgently needed by the Study
to cover unanticipated equipment needs.

It has become necessary to add (4) additional family day care
programs and (4) new group day care centers to our Study to ensure an
adequate Sample size. We have budgeted in our original grant for
funds to cover the cost of an infant scale, a toddler scale and an
infant measuring board for each of the five family day care corporation
offices and each of the five group day care centers in the Study.

The (8) additional programs make it necessary for us to be able to
purchase (8) additional infant scales at $50. a scale, (8) toddler
scales at $65. a scale and (8) measuring boards at $19. each. A total
of $1,072. will be needed to purchase the above equipment. We are
therefore requesting that the Office of Child Development consider
the possibility of expanding our equipment budget to this amount.

Additionally, the methodology that has been developed to cover the
Input information would be greatly facilitated by the availability of
tape-recorders for each of the two Early Childhood staff members in.
the Input grant to use when interviewing Directors and other day care

"y
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personnel. The tape-recorders that we have located cost $70. a piece,
requiring the addition to our equipment budget of $140.

In summary, we are requesting a total of $3,500. in consultant
funds and $1,212. in equipment for a total supplementary grant of $4,712.
(four thousand seven hundred and twelve dollars). I greatly appreciate
your interest in our problem and would be delighted to give you any
supplementary data that you may require in considering this matter.

Sincerely,

(‘Tucilie Rosenbluth
Project Director

LR:oh
encs.

‘cc: Audrey B. Livingston
Secretary-Treasurer
Medical § Health Research Association
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V.. HUEHOD FOR ASSESSING DEVELONILWIAL OUTCIHID

A llecalth, Nutyition and Piysical vevelopent

Data will be collected through three basic approaches:

- 1. A series of clinical exaninations.
2. Collection of laboratory data.
3. Revicw of medical, immunization and attendance records.

By performing these evoluations at specific intervals throughout the
study, it will be povelble to:

a. Assess the difference in health, physical and motor developnent
between group and family day care children.

b. Assess the difference in health and development between children
in day care and those wlio are cared for at home by their mothers

C. anlne the longitudinal course in children in day care from 6 -7
months to 36 months of ame. There is at this time no longitudinal
study of an urban population of this age group. (Birch and Cussow
1971).
T d. assess the difference in attencance and illness patterms between
centers and agencles within the two types of infant day carc
programs

e. Assess the quality of the children's medical care by determining
the incicdence of treatable and untreatable conditions of childhood
that were not detected by the usual source of medical care, aad

. by reviewing immunization status.

Any significant, previously undetected condition will be reported to
the agency or center director who will refer the child to its usuval source
of medical care. Records will be made of referrals initiated by tHe study
staff so that statistical analysls can be corrected.

1. Clinical Lxaminations

a. Clinical pediatric physical examinations will be performed by project
staff pediatricions nf day care children at 6, 18 and 36 ronths. To
_ensure standardization of data, these clinical ewaminations are to
- be performed by aualified pediatricians using detailed protocols,
without knowledge of prior history or findings. ey will be reviewed
. by the project consuYtant pediatrician for completeness and auality
control. The exams will stress physical growth, developrment and
neurological status.

[ﬂil(: Ei) jo D
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Study pediatricians will be usecd to obtain the data instcad

of relying on reports from regular source of medical care
because experience has shown that the quality of medical care
received by children in day care varies greatly. DMuch of it

is provided by general practitioners who could not be expeccted

to perform the expert pediatric asscssments required for this -
study. l!orcover, the multiplicity of practitioners providing

suchh care would result in a lack of uniformity in both examination
and data recording. In addition, a standard is needed against which
to compare the level of nealth services delivered to children in
in the study. ‘

The measurement of growth parameters (i.e. height, weight and lLicad
circuwference) will be performed at 3 month-intervals. The meas-—
ureiments will be taker in a uniform manner by the child development
worker (team para-professional) visiting the group centers and fanily
day care agencies, using infant measuring boards, calibrated infant
and toddler scales and standard tape measures. The measurcinents

will define the longitudinal course in somatic growth and neurological
development.

The Bayley llotor Scale will be administered at 6, 12, 18, and 27
months of age to assess children's motor development.

Laboratory Data

These tests will include the following screening procedures:

a.

Urinanalyses will be performed by the project staff pediatrician
at the time of physical examinations 6, 18 and 36 months, to reveal
any proteinuria or urinary tract infection.

4
Blcod tests will be perforned at &, 18 and 36 months by the project
staff pediatrician as part of his examinations. The-tests performed
at 12 months, daredudives ~*mtwm**ee&%—eefeening_Lesc, will be perforwed
by a New York City Departrent of iiealth physician. Serum vitamin and
total protein blood levels have not been found to be reliable indicators
of nutritional status and will not be performed.

The tests will include the following:

(1) llemoglobin concentration and hematocrit determination will be
performed at 6, 12, 156 and 30 monthis. This is the age when
children are at risk for the development of iron deficiency
anemia and our study includes a high risk population.

:.—p«v\G
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(2) A sickle cell screcaing test will Le performed at the entrance
o pedintric examination of cach child accepted into the study
sample (6, 13 or 3¢ nouths).

(3) A serun lead deteriination will be performed at 18 and 30 woatls;
“the New Yorw City uveparbent of liealth labs will perform tau
analysis. Additional deterwination of hemotologic status iay we
perforucd as dutulx;\* by clinical judgnent.

Neview of Hedical RQecords

ERIC
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rateraal and preuatal Listory L Cthng condition of ciiild at birti.,
quality of pregnancy and nost natal cowplications will be obtained
fron tue wospital of delivery and recorde( in uniform mauner. §irned
permission for obteining the lufowniation vill be outained ifrce tihe
mother. Whe information is neceasssry to define the sanple population

for comparative purposes. “he project ped 1aLr1c1dn Wll caterorize
children in all the sauples into "no risk" or "at risl' groups. ('nternsi

height and welgat vL’ also be obtained frowm the rccords to be used to
interpret the cuild's srovin patiern.

Tae attendance, illuess and absence patterns of Loth day cave proups
will be monitored at intervals.  %uis will be perfornced Ly a
cuild developnent vorier visiting the center. The worler will reoview
attendance shcets wiaich have veen wodified to add reason for absence

(illness or personal) and wnwether or not the caild was seen by

pliysician., 7he nusber of illncsses and frecuency of alisences arc an

important indicator of cuild's ucalth and of quality of care receivad,
Siwmilarly, the frequeacy of noo weaical absences may serve as au

indicator of family stavility and of family interest in infant day cave

The immunization and medical records and reports will also be rovieved
at tarce mountih invervals. Thoush ot a specific indicator of child
health, immunizations ave an iodicator of health care received Uy tue
child. 7dhe immunization record vill be coupared to the standards
recomumended by the Lew Yori: Clty vepartuent of ilealth. The daily healt
care information reported at tie center to the parents will be revicwed
for any problems and their solutions noted.

WUritten summaries from tiic usual sources of medical care of the study
group infants will be roquested every six months. This infornaticn will
serve as a comparison wvciween bLotli day care groups in the follo"‘*
areas: availability and source of edical care, documentation of
illnesses, emergency roon visits, utilization patterns, brolken app01nt—
ments and frequency of hospitalizations and well baby visits.
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Brooklyn, New York 11215 636-2567
BAUTISTA, Miss Beatriz Educational Director

Pacific Community Child Development Center
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BUITRON, Mr. Jaime " Director
Cardinal McCloskey School Family Day Care
349 East 149th Street
Bronx, New York 10451 993-7701

CHERRY, Mrs. Helen Infant Care Director
Friends of Crown Heights Day Care Center
36 Ford Street
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Wake-Eden Day Care Center
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Community Sponsors (Young Mothers)
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Un:ted Organ.zation of Suffolk
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Hudson Guild Family Day Care

441 West 26th Street

10001

Director e
Community Development, TLxc.
58 West 89th Street

New York, N. Y. 10025

nfant Director

chmond Early Learning Center
159 Broadway .
Staten Island, New York .10310

Director

Riverside Church Infant Day
Care Center

490 Riverside Drive
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-Director

Community Life Family Day Care
15 Mt. Morris Park West
New-York, N. Y. 10027

"Chairman of the Program Committee

Jamaica NAACP Montauk Day Care
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Bedford Avenue Group/Family Day
Care Center
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'~ FOLICY COMMLTTEE MEMBERS - 5 : July 1974

MOWITZ, Miss Evelyn Associate Director
Windham Child Care Agency
1 Park Avenue .
New York, New York 1001 889-5600

O'HARE, Donna, M.D. Co-Investigator
N.Y.C. Infant Day Care Study
Assistant Commissioner
Maternal and Child Health Services
125 Worth Street
New York, New York 10013 566-8130
RANDALL, Mrs. Angela E. Director ' \
Hunt's Point Multi-Service *
Family Day Care _ o !
630 Jackson Avenue A ‘
Bronx, New York 10455 993—3060

ROSENBLUTH, Mrs. Lucille Project Director
N.Y.C. Infant Day Care STudy
40 Worth Street
New York, New York 10013 433-6613/14/15

RUBIN, Mrs. Alice Assistant Commissioner
‘ Agency for Child Development
Human Resources Administration
240 Church Street - Room 208
New York, New York 10013 553-6486

SCATLIFFE, Mrs. Angelica Director
Morrisania Family Day Care Center
1179 Boston Road
Bronx, New York 10456 ° 378-6201

SOCOLAR, Mrs. Ethel Senior Social Worker
New York Foundling Hospital
Family Day Care Program
1175 Third Avenue

New York, New York 10021 879-2200
% SPICER, Mr. Thomas Chairman of the Board
| Pacific Community Child Development
| Center
2023 Pacific Street
Brooklyn, New York 11233 452-3669
TRINANES, Mrs. Hortense Director

East Harlem Family Day Care
2277 First Avenue

New York, New York 10035 876-7581/2
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VALERIO, IMr. Juan Board's Representativd
United Organization ofi Suffolk

Street Day Ccre Center, Inc.

43 Clinton Street

New York, Nlew York 1+002 677-3550
VAN ZANDT, 1lfrs. Elsie Executive Director

Children's Health Service

690 Amsterdam Avenue

New York, New York 10025 724-4501
WHALEY, Mrs. Betti S. Co-Investigator

N.Y.C. Infant Day Care Study

Commissioner

Agency for Child Development

240 Church Street, Room 310

New York, New York 10013 553-6524
WILSON, 1Irs. Atlee Director

Willoughby Careers Day Care Center

142 Duffield Street

Brooklyn, New York 11201 875-5223
ZARNIKOS, Ms. Gloria Director

Clinton Child Care

358 West 44th Street

New York, New York 10036 765-2080
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BARNES, Miss Elinor

COWELL, Miss Catherine

DAWSON, Mrs. Barbara

GINSBERG, Mrs. Edith Clute

GOLDEN, Mark, Ph.D.

GROSSI, Dr. Margaret

JACKSON, Mrs. Mary

JONES, Mrs. Anne

JORN, Mrs. Minerva Golden
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Public Health Nurse Consultant
Bureau of Nursing

New York City Department of Health
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Director
Bureau of Nursing

New York City Department of Health

93 Worth Street ~ Room 714
New York, New York 10013
‘
Senior Early Childhood Educator
New York City Infant Day Care Study
40 Worth Street
New York, New York 10013

Chief ;’

Division of Day Care

New York City Department of Health
350 Broadway '
New York, New York 10013

Principal Investigator

New York City Infant Day Care Study
40 Worth Street

New York, New York 10013

Director

Bureau of Child Health

New York City Department of Health
125 Worth Street

New York, New York 10013

Director

Family Day Care

240 Church Street - Room 211
New York, New York 10013

Senior Early Childhood Education
Consultant

Agency for Child Development

240 Church Street - Room 213

New York, New York 10013

Coordinator

Infant Group Day Care Program
New York City Health Department
125 Worth Street - Room 219

New York, New York 10013
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566-0807
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LEVENBACK, Mrs. Hedi

MOORE, Mrs. Ronnie
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VERNON, Miss Elizabeth
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ZORN, Professor Vera
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Principal Consultant -
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Group Day Care
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Consultant in Early Childhood
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Division of Day Care

New York City Department of Health
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New York, New York 10013 .

Technical Review Program Specialist

Family Day Care :

240 Church Street

New York, New York 10013

45 Tennis Court
Brooklyn, New York: 11226

Project Director

New York City Infant Day Care Study
40 Worth Street

New York, New York 10013 -

Assistant Commissioner

Agency for Child Development
Human Resources Administration
240 Church Street - Room 208
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Bank Street College of Education
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Human Resources Administration
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New York City Infant Day Care mE.a<
TIME LINE

CHILD'S NAME CHILD'S {.D. NO.

DATE OF ORSERVATION OBSERVATION CYCLE OBSERVER’S INITIALS
. o .

INSTRUCTIONS: Record times of following events to nearest 5 minutes, on basis of observations and information obtained from the teacher.
}. OBSERVER . .

a. Arrival time:

b. Departure time:

il. CHILD
a. Arrival time:

b. Anticipated Departure time:

¢c. Naps M/i
Morning f.u
Begins: Ends: e
Afternoon =
Begins: Ends:
d. Noon Meal
Begins: Ends:
e. Outside Center or Home
Morning
Leaves:___ Returns: Purpose.
: 2830& ,
Leaves: Returns; Purpose:
The following compieted protocols are attached:
O 2 AM Cores and Core Supplements o Food Record and Supplement
o Noon Meal Core and Cote Supplement o Physical Setting Checklist
o 2 PM Cores and Core Supplements o Caregiver Interview (Family Day Care Only)
it set is incomplete, explain
T12/73

IC

Aruitoxt provided by Eic:
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New York City infant Day Care Study
TIME LINE _

CHILG'S NAME N CHILD'S 1.D. NO.

ODATE OF C3SERJATION CBSERVATION CYCLE OBSERVER'S INITIALS

INSTREUCTIONS: Record times of following events to nearest 5 minutes, on basis of observ’ iions and information obtained from :he teacher.
i. OBSERVER

a. Arnive! time:

b. Departure time:

1. CHILD ,
a. Arrival time:

b. Anticipated Departure time:

e
c. Naps ....‘..A
Morning r:w
Begins: Ends: ) .m
T
Afternoon
Begins: Ends:
d. Noon Meal
Begins: Ends:
e. Outside Center or Home
‘Morning
Leaves: Returns: Purpose.
Afternoon .
Leaves: Retums: . Purpose:
| The following completed protocols are attached:
| v -
- 2 AM Cores and Core Supplements . Food Recora and Supplement o
| = Nocon Mea! Core and Core Suppiement Physical Setting Checkliist
| = 2 P\ Cores ang Core Supp'ements No. of Learning Language Checkitsts No. ¢f Contror Creckiists
~ Summary of Teacher Chiic Behavior
' ‘z2t s inzamoete. explain
OR
. o=
| - - i
| = mm] :




New York City Infant Cay Care Stuay
TIME LINE

CHILD'S NAME ’ CHILD'S '.C. NO.

DATE OF OBSERVATION . OBSERVATION CYCLE - OBSERVER'S IN:TIALS

INSTRUCTIONS: Record :amm of following events to nearest 5 minutes, on basis ¢f observations and information obtained from the teacher,
i. OBSERVER o -

a. Arrivsa!l time:

b. Departure time:

. CHILD

a. Arrival time:

b. Anticipatea Departure time:

c. Naps
Morning
Begins: Ends:

Afternccn
Begins: Ends:

d. Noon Meal .
Begins: Ends:

8. Outside Center or Home

- Morr ' 1g

Leaves: Returns: Purpose:

49

rl

f

Afternoon .
Leaves Retums: Purpose:

———————— " eo————————

The following completed protoco!s-are attached:

Noon Meal Core anc Core Suppiement = Physical Setting Checklist
2 PM Cores ana Core Supriements No. of L.earning L.anguage Checx' sis

2 AM Cores and Core Supplements = Food Record and Supplement

n

No. of Contro' Checklists

Z Summary of Teacher Chiic Beravior = Caregiver Interview (Fa— y Zzy CTare Only)

It set 1s incompiete, explain

12773

O

Aruitoxt provided by Eic:
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New York City Intant Day Care St.ay

TIME LINE

CHILD'S NAME

CHILD'S 1.D. NO.

CATE OF CBSERVATION

CUGSERVATION CYCLE OBSERVER'S INIT:ALS

.

3 !
= - p
\\\
INSTRUCTIONS: Record times of *o__oi:m\mﬁwim to nearest 5 minutes, on basis of observations and information obtained from the teacher.
i. OBSERVER \
a. Arrival tme: .~
\,.\
e
b. Departure time.
CHILD
a. Arrival time:
b. Anticipated Departure time:
¢. Naps o
Morning N
Begins: —. Enags: o
Afternoon ﬂM
Begins: Ends:
d. Noon Meal
Begins: __ Ends:
e. Outside Center or Home
.. Morning
Leaves: Returns: Purpose:
Afternoon
Leaves:. Returns; Purpose:

r——r e vt

The following completed protocols are attached:

~

.. 2 AM Cores and Core Supplements
— Noon Mea!l Core and Core Supriement
_ 2 PM Cores ana Core Supplerents
_ Summary of Teacher Chiig Benavior

1{ set 1s incomistete. explain

~ Food Record anc Surc:e~ent
Physical Setting Checxi:s:
No. of Learmning Language Crel~ s

"
Z
o
o
=
O
©
a

r
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New York City intant Day Care Stuay
TIME LINE

CHILD'S NAME

CHILD®S l.D. NO.

OATE OF OBSERVATION

OBSERVATION CYCLE

4

OBSERVER'S INITIALS

INSTRUCTIONS: Record times of following events to nearest 5§ minutes, on basis of observations and information obtained from the teacher.
i. OBSERVER

a. Arrival time:
b. Departurs time: - ,
li. CHILD
a. Arrival time:
b. Anticipated Departure time: )
¢. Naps
Moming
Begins: Ends: !
J
Aftemoon .
Begins: Ends:
d. Noon Meal
Begins: Ends:
e. Outside Center or Home
Morning
L eaves: Retumns: Purpose.
Atternoon
L.eaves: Retums; ___ Purpose:
The following completed protocols are attached:
2 2 AM Cores and Core Supplements _ Food Retord and Supplement
= Noon Meal Core and Coure Supplement ~ Physical Setting Checklist

If setis _:ooav_mﬁm. explain

2 PM Cores and Core Supplements
Summary of Teacher/ Child Behavior

No. of L.earning’LLanguage Checklists

No. of Control Check!ists

———tn.

wn
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Aruitoxt provided by Eic:
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- . Jule, 27, 1977
NP YaRi CITY TRIANT DAY CARYF STiDY 2 '

Time Vive == Trocedures for Coopleting 5

As indicated on the Time Line form, the OChgerver g to record the
times of the Tistod events to the nearcst five (5) minutes.,  Some of
th dnformation cnn be dirvectly observed: the remaining data should
be obtained from the teacher. A checklist is provided at the botton
of the form for indicating which of the reauired ficeld procedures have
been collected during the day. Add the Surmary’ of Teacher and Child
Behavior to those Time Lines that do not list it. The Time Lire should
be attaclhied to the completed. protocols and returned to the data control
desl.. Completion of the protecol checklist is essential, since this will
be osed to cue the Tield supervisor to thase cases that mav require a
sccond visit by the Observer due to missing data. Use the pre-ceded
Time Line appropriate to the age of the child ohserved.

While reliability data is beiug collected on some of our procedures,
the Observer who has primary responsibility for a particular sample child
will use the exronent (i) beside her initials. This is a temporary
procedure and vill be discontinued once this development phase of the
study has ended.

In the event that a second visit is necessaryv, the folleving proceduves
are to be adhecred to:

1. Broken davs (i.e., two visits yielding one completed set
of protocols) are te be explained in the Comment section
at the bottom of the Time Line form. The two dates of
the visits must be recorded, as well as the reason for
the second visit.

2. The child's longest day, provided that there i1s a cenflict
hetwreen the duration of the child's stay on the two davs,
is the one that should be recorded on the Time Line.

3. If anothar visit is required to pick up the missing Cores,
an attempt should be made to picl: up additional Lcarning
and Control Interactions as well if these were not corpleted
during the first visit.

4. If two A.M. or P.M. Cores can te collected on the date of
the return visit, discard the one collected on the previous
visit in favor of the tvo. If, however, the Ohserver is
unable to get the two Cores serially on the second day,
pair the later A.!. or P.M, Core with its carlier time-
appropriate counterpart.

MEtoh
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CORE OBSERVATION

nﬂx_r.o.m NAME CHILD’S 1D NO,
. , (1-6)
* PROGRAM CORE TIME OBSERVATION CYCLE
. )
. .IU>4N OF OBSERVATION . OBSERVER’S INITIALS
. N . (9-14) _ 0 AM 0 PM O NOON MEAL (8)
. A B c p [ E | F | @ H ! J K L - M * N o P
CHILD CHILD CHILD OBJECTS CHILD SOCIAL * WHICH SITUA INDEP. |DIRECT NON OOZ.n... CONT. TEA
CODE | LOCATION | AFFECT | ACTIVITY| USED VOCAL | INTER- WHO TEACHER TION SLF.HLP,| TEACH, |DIDACTIC} AFF. TECH, >nnnmxnm4» <m4m%)r CODE
ACTION SKILLS ACT. ACT. CHILD
. L . . Encour. Reads/ .
1 Floor Happy Soctal Commercieall lntelligibld Yes Teach-1"~ -1 Feed X Lang. Tell Disv/ i
: Play Mar. | Speech to-1 T (11 erWm\noa m—o:mnm w Resp. W.M%Mczv Pos. Yes H
. ' T e .
Cnb/Pen Unhappy | Fine Motor | Improvised |y L Teach Toilet Discour. {Abstract | Converses ) Dist./No |praises Neg.
2 Play Mat. mwmﬁ.%r No ¢ 1 Group T-2 Inform. l'or Neg. mnmnim&m. No 2
Babbling Resp. fom-.
High Chair [Neutral |Gross Other Inaudible Other 1 i s st/ Neutral
3 figh naudi Clean T does it | Soc, Rules| Plays No Dist/ | Asks/ cutea
wﬂﬂww_—m Motor Objects Adult 44 T3 tmits Paruc Gives Aff.] Telig 3
Held ). Visual/ None None . Dtes cd Teaching ) Crittcizes, | Pos./
4 Happy/ Auditory Child(s) ¢4 T-4 * oes it Games, W.%:manm\ No Dist./ | Threar, ZOm ’ 4 .
Unhappy Rules Plays Mus.| N® Aff. Screrms €&
Othet Voeal Comm./ Pets ¢¢ Non-Rout |[None of Ex g
press- | None of Phy. force N
5 Improv. T-5 Above ive skills | Above vsm. mn:“u:r“ 5 &9
-~
Held + Pass/non Observer ¢4 Encour./ | gelf Hel No Arttem
P pt -
6 Any Code Goal ervet T-6 - | Discour to Control 6 el
F1 sZo
f 7 T-7 ine Motor 7
} Gross
i 8 T-8 Motor 8
. No
e 19 - % 5
1 .
2
3
4
5
6
7
on (29 (26) (27) (28) (29) (30) (3N (32) (33) (34) (35) (36) (37) {38) (39) (40) ’
. : . RN
_ (75 (76) (78) (80) _V
- - AS]
o T E-28TOP coding a Col Cod _kl :
#0 1f G3, 4, Sor6 STOP coding at Column & Muld Code :
1 LR

W 1F -1 Code Ko
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- New York Infant Day Care Study
ucvvrmzmz._.>z< INFORMATION FOR CORE ‘
CHILD'S NAME CMHILD'S 1D NO, f)
3 _ “ ﬁﬂl.uu
DATE OF OBSERVATION OBSERVATION CYCLE CORE TIME OBSERVER'S INITIALS
. OAM  OPM 0O NOON MEAL
(n - 2] -
A. TEACHER CHILD RATIO D. UNUSUAL CONDITIONS WHICH MAY INVALIDATE OBSERVATIONS '
1. Number of children in room . 1. O Yes o No : :
2. Number of children who are awake . . : it yes, describe
3. Number of teachers or care-taking adults
9 ___(10-12) .
B. TEACH mm S mmvame TO POTENT!2ZL. DANGER TO CHILDREN .
1. Potential Danger =<
a) o There is no potential danger | &
b) o Child playing with small inedibie oa_oo»a. which he may swallow (16) .N
¢ ¢) o Child playing with dangerous objects (e.g., hot stove, knife, : s — H\u
wail-outiet, broken or sharp edge toy.) E. UNUSUAL OR PECULIAR BEHAVIOR BY CHILD ,
d) o Child left unattended in high place (e.g., on table while co:a 1. O Yes o No
diapered, or sofa, in case of infants.) If d b
e) O Other potential danger or hazard yes, describe
tf any, describe e W

2. Teacher's Response to Potentlal Danger
2) o No danger
b) o Intervenes
¢) o Does not intervene

, (13)

F. UNUSUAL OR PECULIAR BEHAVIOR BY TEACHER

—(14)
C. LANGUAGE USED BY TEACHER ¥ITH CHILD
1. o English only
2. = Spanishonly"
3. o English and Spanish
4. J No language used
(15

1. O Yes o No
If yas, describe

L]

rric

"ERIC aer
A ruText provided by Eric




| SUPPLEMENTARY INFORMATION FOR CORE -24 MONTHS ONLY .

CHILD'S NAME

CHILD'S 1D NO.

1 (1-6)

DATE OF OBSERVATION OBSERVATION CYCLE CORE TIME OBSERVER'’S tnITiALS
3 0O AM O PM O NOON MEAL
(7) (9)

A. TEACHER CHILD RATIO D. UNUSUAL CONDITIONS WHICH MAY INVALIDATE OBSERVATIONS

1. Number of children in room . - {. 0 Yes 0O No

2. Number of children who are awake If yes, describe

3. Number of teachers or care-taking adults - :

{10-12)

B. TEACHER’S RESPONSE TO POTENTIAL DANGER TO CHILDREN

1. Potential Danger

(16)

a) o There is no potential danger :
b) o Child ptaying with small inedible objects, which he may swallow E. UNUSUAL GR PECULIAR BEHAVIOR BY CHILD
¢) o Child playing with dangerous objects (e.g., hot m8<m..r=.:m. . OYes 0o No i
wall-outlet, broken or sharp edge toy.) , .
: I f , d £
d) a Child left unattended in high place (e.g., on table while being yes, describe D
diapered, or sofa, in case of infants.) ' =
e) O Other potential danger or hazard >
If any, describe
- ) (7
’ F. UNUSUAL CR PECULIAR BEHAV!IOR BY TEACHER
1. O Yes 1 No
(13) If yes, describe
2. Teacher's Response to Potential Danger
a) o No danger
b) = Intervenses
¢) ¢ Does not intervene
(14) (18)
C. LANGUAGE USED BY TEACHER WITH CHILD G. LANGUAGE USED BY CHILD "
i. u English only I. © English only ’ :
2. 10 Spanish only 2. = Spanish oniy .
3. o English and Spanich 4. .1 English and Spanish
4. ©3 Neo language used 4. i Other
‘15 5, . Ho language used o
eyt § 9 ‘ 19}
o N— - - = .
§ L UC £
s 2 &5 !
£ Evm
£t 4 h
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July 18, 1973

NEW YORK CITY INFANT DAY CARE STUDY

CORE RELIABILITY STUDY

In order to statistically assess the degree of inter-observer
reliability for CORE, the following study was undertaken. Sixty
pairs of independent ratings on the same children were obtained,
by pairing our field team of four members in all combinations of two.
Since there were four observers, and therefore six possible pairing
combinations, each team jointly observed 10 children. The following
formal statistical comparisons were computed.

Table 1 presents the Kappa coefficients for each of the 16 rating
scales comprising CORZ. Kappa is a coefficient of agreement corrected
for chance for independently-evaluated nomimal scale ratings. Its
upper limit is 1; its lower limit varies from case to case as a function
of the number of available categories, but is always less than zero.

As can be seen from the tabled values, the rate of agreement among
independent raters observing the same behavior is quite high.

Reliability data more appropriate to the usage of CORE is
presented in Table 2. Intraclass correlation coefficients have
‘been computed between the frequencies of each behavior observed by
the two raters over an entire day (i.e., 5 CORE observations) .
These figures reflect the non-standardized correlations between ratings
of two independent raters in overall cell counts, the relevant unit of
study, rather than single observations’ As with Kappa, the upper limit
of the intraclass correlation coefficient is 1; the lower limit is-a
function of the number of observations per cell (e.gz., child), but is
always less than zero. Most of the tabled values fall well within
the bounds of adequate reliability. The few notable exceptions
(cells E 3, J 2 and K 2) may be attributed to small discrepancies
greatly magnified by very low total cell counts. The overall
conclusion that may be drawn from both Tables 1 and 2 is that CORE
is a highly reliable observation scale, at least in terms of inter-rater
agreement on both individual summed score=s.

Q- GoGob




CORE RELIABILITY STUDY - p. 2

" CORE Item

Table 1

" CORE Interrater Agreement

GG ?

July 18, 1973

Kappa*
.882

.873

.927

.864
.985
731
.854
.921
.866
.870
.820
.869
.766
.832

.926




CORE RELIABILITY STUDY - p. 3 July 18, 1973

Table 2

Summary Table of CORE Reliability

Item Column Cell Intraclass correlation ccefficient
Child Location A .993
.937
.980
.983
.962

(S I R U I S R ot

Child Affect B 1 .966
977
.958

[SS Iy ]

Child Activity c .968
.977
.963
.983
.892

.992

LN

Objects Used n 975
.766
.924

971

W

Child Vocal E .983
.953
.569

.973

S~ R

991
.995

Scl. Interaction ‘ F

N

Who G .997
) ' .934
.976

.987

B L RN S SR U

977
941
.938
.993
.984
.999
.918
.988

Wnich Teacher ' H

W~ W N
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CORE RELIABILITY STUDY - p. & July 18, 1973

Table 2 (Continued)

Summary Table of CORE Reliability.

Ttem Columm Cell Intraclass correlation coefficient

.989
991
.969
877
.988

Situation I

WP

Independent Self

Help Skills J .935
.386
.983
911

.2988

LW

Direct Teaching

Action K .920
.637
.866
.918
.885
.812
.984
.855
.995

WoNOTULpWwNPE

Non-Didacti
Action L
|

.984
.938
974
.692
.983

LW

994
.984
.783
.987

Comf. Aff. M

SN

944
.926
.907
937
.845
972

Control Techniques N

(o)W, RS R VU RN L

Teacher Affect 0 1 ‘ .919
.984
.972

w N

Verbal to Child P 1 .987
2 .965

')
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July 13, 1973

CORE
Coding Manual

Introdur tion

birect naturalistic observations of tliec betavior of the.child
and his carctaker(s) or teacher(s) will be made in the child's own
day care setting (classroom or family day care home) when the child
is 6, 12, 18, 27 and 36 months of age.

Several different methods will be used to code naturalistic
observations, with somewhat different purposes. The principle method,
which we refer to as CORE (for 'core" observations), involves a timc-
sampling technique, in which 30 scconds of observation is paired vith
60 seconds or coding various aspects of the child's and teacher's
kehavior. T

The Observer will spend one entire dav in each child's classrocn
or family day care home, at each of the above apes, from approrimately
9:30 A.M. until 4 P.M.

CORE observations will be made only when the child is awale anrd
in his classroom or family day care home. That is, for practical
reasons, CURE observations will not be made when the child is taken
outside to play, shopping, or visiting outside the home.

CORE samples will be obtained in the morning, in the afternoon,
and during the noon (or main) meal of the day. A morning or afternoon
CORE sample consists of 7 consecutive observation-coding units, which
requires 10! minutes to complete. A noon meal CORE sample will bhe
obtained, starting when food is first presented to the child.

We would like to obtain 2 CORE samples in the morning and 2 in
the afternoon, excluding the noon meal. If the Observer is unable
to complete 2 CORL samples for a particular half day, he will return
at the same time on another occasion and obtain 2 additional CCRE
samples. :

. . '
In order to prevent Observer bias, in terms of when CORF
observations are made, CORE samples (with the exception of the noon

meal) should be obtained only at the following specified times:

The morning CORE samples should be & -arted only at 10, 10:30,
11, and 11:30.

The afternoon CORFE samples should be started only at 1, 1:30, 2,
2:30, 3, 3:30 and 4. (More CORE starting times are necessary in the
afternoon because of the ereater likelihood of children Leing asleep
or taken outside after lunch).

AT
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There are also more CORE starting times than the number of
- required CORE samples for the following reasons: If the child is
asleep or out of the classroom or family day care home during any
of the schiduled CORE sample periods, that period is skipped or
discard-d. For example, if he is asleep at 1 o'clock, but wakes
up ~t 1:05, the 1 P.M. CORE sample is skipped. Or if the child
is awake at 1 o'clock, but falls asleep or is taken out of the class-
room or family day care home at 1:05, before the 7 observation-
coding units have been completed, that CORE gample is discarded.

In Family Day Care homes, in pullman-type apartments,
with long narrow corridors, it may be difficult to follow children
from one room to another. We dont want to make children self-
conscious by following them too closely. Therefore, if the child
goes into another room during a thirty second CORE observation
period, discontiiue until the child returns to the room. If he
does not return in two minutes, casually enter the new room he 1s
in and resume CORE observations. E.g. during the fifth observation-
coding unit the child has left the room at the end of ten seconds.
Do not code the ten seconds, but wait until the child returns or at
the end of two minutes go to the room where the child is, and start
the fifth thirty second observation period again, and continue until
- the seven units for that CORE sample have been completed.

The number of CORE samples obtained in each half day is 2,
- at which point the Ubserver stops collecting CURF data for that
half day. For example, if the Observer has heen able to completc
the 10 and 10:30 CORE samples, the Observer stops collecting CORL
data at this point, i.e., the 11, 11:30 period are omitted. The same
would be true for the afternoon. Once 2 CORL samples have been
completed, no further CORI samples are obtained.

For purposes of coding Core, A.!'. is defined as from
10 A.M. to 12 noon; P.M. is defined as from 12 noon to 4 P.M.

The MNoon Heal Core is based on observations during the
sample child's main midday meal whenever it occurs, which in most
cases is likely to be somewhere between 11 A.M. and 1 P.M. If the
midday meal is presented earlier than 12 noon or after 1 P.M., the
Observers should do a Noon Meal Core rather than an A.tl. or D.M.
Core.

The Noon 'leal Core observations should start when the main
part of the middav meal is presented to the sample child, and he R
is able to begin to eat it. This excludes a bottle or bread
preceding the main course, which is sometimes presented to children
to tide them over, while the teacher prepares the main part of the
meal or she feeds another child. The child must be capable of
. cating the food presented to him, before the Observer starts coding.

o | e
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E.g. in the case of a 6-month old, if the teacher places an open
jar of baby food with a spoon in it in front of the baby, but then
spends another few minutes doing something else before she feeds
the child, since a 6-month old is usually incapable of feeding
hims‘ .f under these conditions, do not start the Noon Meal (ore
until the teacher actually starts to feed the child. On the other
hand, in the case of an older child, who can feed himself, start
Core the moment the food is placed before the child in a form

in which he can eat it (e.g. meat should be cut up).

The Observer takes a lunch break in the early afternoog,
when the child takes his afternoon nap or is taken outside.’

Coding System

CORE deals with 16 different aspects of the child's and teacher's
behavior, which are coded in columns A through P. Columns\A through F
focus on the child's behavior and are coded whether the child is
interacting with another person or not. If the child is not inter-
acting with another person, the Observer stops coding at Column F.

Columns G through P focus on the child's social interactions,
with particular emphasis on the teacher's behavior. If the child
'is interacting with other non-caretaking adults (G-3), peers (G-4),
pets (G-5), or the Observer (G-6) stop coding at Column G.

Each column includes several different coding alternatives.
Multiple coding will be used within a column, with some important
exceptions, which will be discussed later for each column. If
during the same 30-second observation period more than one bahavior
{or situation) has been observed within the same column, the Observer
codes évery behavior pattern observed. TFor example, if during the
same 30-second observation period a child has been removed from the
floor (A-1), and placed in a play pen (A-2), the Observer codes
A-1l, A-2, and A-4 (Held), since the child was observed in all of these
locations during the same 30-second observation period. Or, for example,
the child may be playing happily, smiling and laughing (B-1), falls
and begins to cry (B-2) during the same 30-second observation period.
The Observer codes both B-1 and B-2.

Child's Behavior

Columns A through F focus on the child's behavior, and are coded
whether the child is interacting with another person or not. If there
is no Social Interaction (F-2, No), the Observer stops coding at
Column F.
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A. Location

This pertains to the child's location(s) during the 30-second
observatic. period. They are defined in terms of how much freedom
the chi’d has to loeomote in space. Code all locations observed
durir g the same 30-second observation period, with the excention
of A-5, Other. If A-1 through A-4 can be coded, do not code A-5
which 1s coded only if A-1 through A-4 cannot be eoded.

1. Floor

The child is on the floor and completely free to locomote
in space.

Examples:

a, If the child is placed on the floor, but remains in
one place, Code A-1l, as long as his freedom to locomote in space
is not restricted. '

b. If the child is not actually on the floor, but completely
free to locomote in space (e.g., ile riding a tricycle or playing
on a slide), code A-1. ‘K

c. Code A-1 (Floor) if an plder child is seated on a chair,
sofa, bed, or toilet and is able to)get onto the floor by himself.
In other words, even though the child is not actually on the floor,
he can get onto the floor if he wants to, i.e. his freedom to locermote
in space 1s not restricted. On thei other hand, in the case of a
6 or 12 month baby, who cannot getﬂbnto the floor himself from a chair,
sofa, bed etc., code A-5 (Other).

Exclusions: \\.

a. If the child 1s being dressed or diapered on the floor,
and his freedom of movement is retricted by the teacher, code A-5 (other)
and not A-1l.

b. If the child is on the floor, but is being embraced or
held by the teacher, code A-4, Held, and not A-1l, Floor. On the
other hand, if the child in on the floor and the teacher restrains
him while she is dressing him, code A-5, Other. 1In the first case
the child is being Held, even though he is on the floor.

In the second example, he 1s on the floor, but not free to move
around, and the holding is merely the teacher's way of restraining
the child, while she dresses him.

2. Crib/Pen

The child is placed in a playpen or crib, where his freedom to
locomote in space is somewhat restricted.

R
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.

3. High Chair/Feeding Table

The child is placed in a high chair, feeding table, or
infant seat, where his freedom of movement is greatly restricted.

Examples:

a. A-3 is coded only if the child is placed in a confined
seat, such as a high chair, feeding table, or infant seat, where
his freedom of movement is greatly restricted-

b. A feeding table is similar to a high-chair, in that
the child is confined, except that it i1s a low table. A feeding
table is sometimes called a '"baby butler." At any rate, if the
child is in such a confined seat, we code A-3. We would also code
A-3, if the child was seated in a regular chair, but strapped onto
it, to keep him from moving or falling. On the other hand, if the
child is seated at a regular table or at a child-size tahle and
chair, and is able to get down by himself, we code A-1 (Floor),
and not A-3.

Exclusions:

a. If the child, particularly an older child, is sitting
in a regular chair or sofa, where his freedom of movement is not
restricted, code A-1 (Floor) and not A-3.

4. Held

The child is held in the teaéher's arms or sitting on her lap.

Examples:

a. Children are often picked up momentarily by the tcachcr,
when . Lhey are transferred from one location to arother (e.g., from
the floor to the playpen). If this occurs during the same 30-second
observation period, code A-1 (Floor), A-2 (Crib/Pen), and A-4 (Held).

b. Teacher is sitting on floor. Child is sitting between
teacher's legs or on her legs. If child is not held by teacher and
child is free to come and go as he pleases, code A-1, Floor, and not
A-4 held., A-4 1s coded only if there is some constraini on the child's
freedom of movement, because he is being held by the feacher.

5. QOther
The child is in a locatiqg,or situation other than A-1 through

A-4 during the entire 30-second okservation period. Code A-5 only if
codes A-1 through A-4 cannot be coded.

Gogod
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Examples:

a. The child is sitting on a regular chair, sofa, or led,
where there 18 no restraint as in a crib or high chair.

_ b. The child is being changed or dressed on a dressing table
or on the floor, where his freedom of movement is restricted by the
teacher.
c. The child is on the toilet or potty-seat.
d. The child is in the bath-tub or wash-basin.
Exclusions
a. Do not code A-5, if A-1 through A-4 can be coded.
b. If the child is not actually on the floor, but is completely

free to locomote in space (e.g., riding a tricycle, playing on a slide,
etc.), code A~l and not A-5.

LHGUD
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B. Affect

This pertains to whether the child appears visibly happy or
unhappy. If the child shows signs of both pleasure and unpleasure
during the same 30-second observation period, code both B-1 (Happy)
and B-2 “Jnhappy). However, if either B~1l or B-2 can be coded, even
though che child's state may be neutral during most of the 30-second
observation period, do not code B-3 (Neutral), since children are
likely to be in a neutral state during some part of every 30-gecond
observation period. Code B-3 (Neutral) only if neither B~1 nor B-2
can be coded during the entire 30-second observation period.

1. Happy

The child exhibits visible signs of pleasure or happiness.
R
Examples: /{/f)’f
a. In order to cbde 341, evidence of pleasure or happiness
must be overt. The child i& smiling or laughing.

b. If the child seems contented, but does not show overt signs
of pleasure (such as smiling or laughing) code B~3 (Neutral) and not
B-1 (Happy), since we should not try to infer how the child feels.

2. Unhappy

The child shows visible signs of unhappiness or unpleasure.

Examples:

a. The child whimpers, whines, cries, scowls.

b. The child expresses anger, either verbally or non-verhally.
He screams, hits, throws or breaks objects, says he hates or doesn't
like someone.

Exclusions:

a. B-2 1s coded only if the child shows outward signs of
unhappiness, such as crying, hitting, etc. The child may have what appears
to be a sad look on his face, but shows none of the above outward signs of
displeasure. This would be coded B-3 (Neutral) and not B~2 (Unhappv),
since we should not try to infer what the child feels.

3. Neutral

The child does not seem visibly happy or unhappy during the
entire 30-second observation period. B-3 is coded onlvy if B-1 or B-2
cannot be coded during the entire 30-second observation period.

Lutob
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1. 1In order to code positive or negative affect for the child
(or the teacher), the expression of it must be more than fleeting
and weak. If aust be either frequent or intense. F.g. if the child smiled
weakly for a moment during a thirty second observation period, we
code C-, Neutral, and not C-1, Happy. ~C-1 is coded only if the
child smiles frequently or shows intense signs of pleasure, such as
glggling, laughter, a bpwoad smile.

2. The same is true for negative affect. If the child
whimpers softly or scowls momentarily, code C-3, Neutral, and not C-2,
Unhappy. C-2 is coded only if the child whimpers or fusses frequently
Juring the thirty second observation period, or shows intense
displeasure, such as crying, an angrv outburst, etc.

oo
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C. Activity

This pertains to the child's activities or actions, and not what
the teacher or other people are doing to or for the child. For example,
if the teacher is feeding or dressing the child, who remains essentially
passive, t'e teacher's behavior would be coded I-1 {(Feeding) or
I-4 (D ,.sing), but the child's behavior would be coded C-6 (Passive/
Inaciive). On the other hand, if the child was actively looking around
the room, while being diapered, the ‘teacher's behavior would be coded
I-3 (Cleaning) and the child's behavior would be coded C~4 (Visual/
Auditory).

Multiple~coding will not be used to code the child's activity,
Column C. Code only the dominant activity. Dominance is defined in
the following two ways:

a. It is the activity which the child has spent most of his time
doing during the 30-second observation period. For example, 1f the
child has spent most of his time playing with blocks (C-2, Fine Motor),
but momentarily spoke to another person (C-1, Social) or walked across
the room (C-3, Gross Motor) to get another toy, code only the activity
which the child spent most time on, i.e., C-2, Fine Motor. If the child
has spent about an equal amount of time on two or more activities, code
only the first major activity observed during the 30-second observation
period.

b. Dominance is also defined in terms of a distinction between
means and ends or subordinate and superordinate behaviors. For example,
the child may be turning the pages of a book in order to look at the~
pictures. 1In this case, code the dominant activity, looking at
pictures (C-4, Visual/Auditory) and not turning pages (C-2, Fine Motor),
which is a subordinate activity. However, if the child is turning the
pages of the book for its own sake, i.e., exploring the physical
properties of the book with his hands, but pays little or no attention
to the pilctures, turning pages (C-2, Fine Motor) becomes the dominant
activity.

1. Social

The child is actively engaged in a social interaction or
activity with another person (or pet). He is either doing something to,
with, or in response to another person. ‘During the social activity,
other modalities may be involved (such as fine motor, gross motor,
visual/auditory, or vocal), but if the child's dominant activity is
social in nature, code C-1 only. In general, C-1 will be coded
whenever the child is doing something with someone else, regatrdless
of the activity, unless the social interaction is fairly brief and
cannot, be considered the child's dominant activity during the
30-second observation period.

Examples:
a. The child is engaged in social-affective play with a
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teacher or other adult. For example, the teacher may tickle the child*

play peek-a-boo, this-little-piggy-went-to-market, toss the child in

the air, etc.. which the child responds to by laughing at the appropriate

time. How ver, in order to code C-1, the child must be socially |

regpons’ ., )
l

b, The teacher and child are engaged in fine motor activities,
which they are doing together or the teacher 1s teaching the child, such
as s building things with blocks, painting pictures, doing a puzzle, -
shouing the child how to feed or dress himself, etc. These would all
be coded C-1, Social.

¢. The teacher and child are engaged in gross motor activities,
vhich they are doing together or the teacher is teaching the child,
such as dancing, playing ball or ring-a-round-rosy, where the teacher
is helring or encouraging the child to creep or walk, etc. These
would all be coded C-1, Social.

d. The teacher is reading a story éo the child, either
individually or in a group, but the child is listening attentively.
In this case code C-1, Social, and not C-4, Visual/Auditory.

e. The ¢hild may indicate a need for comforting or help,
wvhich the teacher may respoud to by comforting, helping, refusing, or
ignoring the child. Crying alone would not be coded C-1, unless the
child looked at the teacher, i.e., the source of comfort or help. If
the child merely cries, without looking toward the teacher, code C-6,
Non-Goal Directed, and not C-1, Social.

f. C€-1 would also be coded if the child responds to another
pers~n's behavior, either directly or indirectly. For example, the
child may be crying, without looking at the teacher. Thus far this
behavior would not be coded C-1. However, if he stops crying when the
teacher approaches or picks him up, code C-1,

g. As children get older, they may play with other children,
or interact by fighting over a toy, etc. This would be coded C-1, Social,
vhereas merely playing side-by-side (parallel play) would not.

h. C-1 is also coded 1f the child is playing with a pet, sucn
as a dog or cat. In this case, we would also code G-5 (Pet), which
indicates that the child's social activity was with a pet and not with
a person.

Exclusions:

a. C-1 is not coded if the teacher is doing something for or
to the child, who is not responding to her socially at ‘all. For example,
the teacher may be changing the child's diaper, while the child actively
looke around the room. Code C-4 (Visual/Auditory) for the child's
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Activity, F-1 (yes) for social Interaction, I-3 (Cleaning) for Situation,
and J-3 (Teacher Does It) for Independence/Self-Help Skills. We would
not code C-1, since the child was not sociallv responding to the

teacher, or actively engaged In an activity with her.

a. If the child totally ignores a social interaction initiated
by a- - .her person, F-1, Yes (Social Interaction) would be coded, but not
C-1, Social for the child's Activity, e.g., the child may be playing
with a wall-socket. The teacher tells him to stop, which the child
ignores and ¢ ntinues to play with the socket. This would be coded
C-2 (Fine Motor) and F-1 Yes) for Social I..teraction.

c. C-1 is not coded if the child's social activity is fairly
brief and not the dominant activity during the 30-second observation
period. In the example above, even if the child resvonded, by looking at
the teacher or stopping, when the teacher told him to stop playing with
the wall-socket, this would not be coded C-1, since the child's
dominant activity was not social.

d. If the child is not actively engaged in social aétivity
with another perscn,; but merely watches the activities of other people,
from the side-lines, code C-4 (Visual/Avditory), but not C-1 (Social).

e. If the child is merely playing near or alongside other
children (parallel play), do not code C-1.

2. TFine Motor

The child manipulates objects (usually small objects) with his
hands, where the use of the hands to manipulate and explore the properties
of objects plays a dominant and not a secondary role.

Examples:

a. The child may be manipulating parts of his body (e.g.,
playing with his toes) or other objects (e.g., turning a light switch
on and off).

b. The child picks up small manipulable objegts with his
hands, transfers them from one hand to the other, brings them before
his eyes to look at, brings them to his mouth to such, shakes, bangs,
throws them, etc.

c. The child may make a tower of blocks, knock it down, builid
another tower. Or he may be bullding more <omplex constructions, such
as a house, out of blocks, which may involve imaginative play. Tte
latter are still coded C-2, since the use of the hands 1s dominant.

d. The child may use crayons or a paint brush to make a picture,

or he may simply be finger painting, or merely be exploring the properties
of materis=ls such as clay, mud, water, etc. with his hands.
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¢. Older children may plav with puzzles, use simple tools,
such as nall two pilecas of wood together.

Fxclusions:

a. Do not code C-2 if the use of the hands is secondiry to
gronz . guotor activities. For exampie, the child uses his hands to climb,
ride a tricycle, pull a large wagon, throw a ball and chase it, etc.,
but the dominant activity is gross motor (C-3) in nature and not fine
motor.

b. Do not code C-2 1f the child uses his hands to turn the
pages of a book in order to look at the pictures or turns on a T.V. set
which he then watches. .These behavior patterns would be coded C-4,

- Visual/Auditory.

c. Do not code C~2 if the child is using the hands in an
activity which is social in nature, such as plsy.ng ball with someone,
or doing a puzzle with the teacher. Such activities as doing a puzzle
would be coded C-2, Fine Motor, 1if the child is doing it alone, but C-1,
Social, if the child is doing the puzzle with someone else.

3. Gross Motor

The child 1s engaged in large muscle activity which involves
the movements of his total body ir space, where the gross motor activity
plays a dominant and not a secondary role, and where he is engaged in
thegse activities alone {i.e., not directly with other people).

/)

Examples: <o

a. The child practices pulling himself up to a sitting or
standing position, creeping, walking, running, etc.

b. The child is engaged in large muscle activities which include
the use of equipment, such as climbing a ladder, sliding down a slide,
riding a tricycle or large tovy car.

c. Bouncing, jumping to music, or dancing alone would also
be scored C-3, unless these involved social activities, such as dancing
with another person or as part of a group activity with other children,
which would be coded C-1, Soclal.

Exclusions:

a. Do not ¢ode C-3 1f the gross motor activity 1s social in
nature. For example, the child may be playing a game of being chased
or chasing another child. He may be dancing, playing Ring-a-round-a-rosy,
London-bridges-falling-dowmn, which would be coded C-1, Social, and not
C-3, Gross Motor.

an end. For example, the child may walk across the room to look at a

]
b. Do not code C-3 1if the gross motor activity is a means to !
|
fish tank, which would he coded C-4, Visual/Auditory and not C-~3, Gross |

i

N “
{1‘}{}51 . 1\
' |




Core - 10 November 20, 1972

Motor. Walking or creeping to another person, in response to being
called, or.to initiate an interaction with another person would be
coded C-1, Social, and not C-3, Gross Motor. Or e.g., if the child
walks over to the T.V. set, turns it on, and watches T.V., this
behavior pe.tern would be coded C-4, Visual/Auditory, although it
involved .oth gross motor and fine motor behavior, which were means
to ar .nd and secondary to watching T.V. However, i1f the Observer
only sees the child walking toward the T.V. set and the 30-gecond
observation neriod is over before the Observer sees the end of the
behavior sequence, code C-3, Gross Motor, since this is all that was
observed.

4. Visual/Auditory

~ The child is engaged in visual or auditory activities, where
looking or listening play a dominant role during most of the 30-second
observation period.

Examples:
a. The child is watching T.V., looking at mobiles, etc.

b. The child is looking at pictures in a book by himself, i.e.,
not while interacting with a teacher.

c. The child is observing the activities of people, animals,
fish, birds, insects, ete., without directly interacting with them.

d. The child is actively scanning or looking around the room,
to see what is going on:

Exclusions:

a. Do not code C-4 if the auditory/visual activity is secondary
to a social activity, such as listening to teacher reading or telling a
story, listening to teacher singing or playing music, etc.

b. Do not code C-4 if looking or listening are part of another
activity. For example, the child looks at objects which he manipulates
with kis hands. Even though looking is obviously important, code C-2,
Fine Motor, and not C-4, Visual/Auditory, since looking is involved in
almost all of the child's other activities. In order to code C-4,
looking or listening must be the dominant activity.

TR VI
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5. Vocal

The child is vocalizing (babbling or talking to himself) and
is not engaged in any other goal-directed activity. If vocalizing
accompanies :znother activity, e.g. the child is talking to another
person (-1, Social) or while block-building (C-2, Fine-Motor), code
C-1 o~ .-2 and not C-5. The fact that the child is vocalizing during
the ... other activities will be picked up in Column E.

Examples:

a. The child i8 alone lying in histhib or sitting, doing
nothing, and babbling or talking to himself.

b. The child may be pacing the f2oor or walking around
aimlessly and talking to himself. This behavior pattern would also
be coded C-5, Vocal, and not C-3, Gross Motor, since we construe
aimless wandering or walking as non-goal directed activity.

Exclusions:

a. Do not code C-5 1f the child 1s engaged in another goal-
directed activity. E.g. if he is talking to another person, Code C-1,
Social. 1If he 1s pushing a toy truck across the floor and talking to
himself, code C-2, Fine-Motor, and not C-5, *

6. Non-Goal Directed

The child's activity during most of the thirty gecond
ohservation period is non-goal directed. Examples of non-goal
directed behavior are given below.

Examples:

a. Doing nothing/Passing time. The child is alone, lying
in his crib or play-pen, or sitting, and doing nothing throughout
most of the thirty second observation period.

b. Self-Stimulation. The child is engaged in non-nutritive
sucking throughout most of the thirty second ohservation period. le
is sucking his thumb or pacifier, or sucking other objects, without
visually or tactually exploring them.

c. Distress/Anger. The child is alone and crying. Or he
may be having a temper tantrum, breaking or throwing objects, hut
neither his crying or anger is directed at another person,

d. Tension-Reduction. The child is sitting and rocking
(not in response to music or on a hobby-horse). Or he may be
aimlessly wandering around the room. The latter behavior pattern is
most likely to be seen in older children (between two and three years
of age), rather than younger children, who are still practicing their
newly developed walking skills.
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e. Passive social interaction. The teacher 1is doing
something to or for the child, who remains essentially passive.
She may be changing his diaper, while the child merely lies there
without doing anything. Or she may be feeding the child, who merely
opens his mouth, but is not actively involved in feeding himself.

"xclusions:

a. Do not code C-6 if the child does any of the above
things for relatively brief periods of time, but is involved in other
activities (C-1 through C-5) for most of the thirty second observation
period.

b. Do not code.C-6 if the child 1is doing nothing, but
i1s actively scanning his environment or watching the activities of
other people.

¢. Do not code C-6 if the child is sucking while taking
his bottle, or alternately sucks and visually and tactually explores
the objects he is sucking. The latter behavior pattern is likely
to be seen in younger infants, where sucking is one of the ways in
which the child explores the properties of objects.

d. Do ot code C-6 if a toddler spends his time practicing
walking for its qwn sake, and not as a means to an end. This behavior
pattern in youngakgildren has a goal (practicing a newiv acquired skill)

and is not non-goal directed, tension-reducing in nature.

\,
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1. This is in regard to coding social activity, C-1. If the

child cries without looking toward the teacher, and there is no

- response from the teacher, code C-6, Passive/Non-Goal Directed, and
not C-1, Social. Since we 1ave no reason to assume that the child's
behavior 1+ social in natur.:. On the other hand, if the child cries,
the ter-'.er responds, and the child stops crying, this sequence would
be ¢ wsidered to be a social behavior on the child's part. That is,
we have more reason to assume that the crying was intended to get a
response from another person, since the child stopped crying when
there is a response to his erying. This behavior pattern would be
coded, C~1, Social. However, if.the child cries, the teacher responds,
but the child does not stop crying, we code this behavior pattern C-6,
Passive/Non-Goal Directed, and not C-1, Social. Since again we have
no reason to ssume that the crying was intended to get a response, and
therefore was social in nature.

2. C-4, Visual/Auditory, is coded only if the child focuses
on an object or person for at least 5 seconds. If the child is
vaguely scanning the room, and does not focus on anything for at
least 5 seconds, or you can't tell what the child is looking at,
code C-6, Passive/Non Goal directed and not C-4.

3, If the child is sucking on a bottle, feeding himself,
code C-2, Fine Motor, and not C-6, Passive/Non-(Coal Directed.
C-6 18 coded for non-nutritive sucking (thumb, pacifier, toy, or
other object) or when the child is being fed and he merely opens
his mouth, i.e., where he is not actively engaged in feeding or
attempting to feed himself.

4. Playing ball is a problematic behavior, in terms of coding.
1f the child is playing a game himself of throwing a ball and chasing
it, code C-2 (Gross Motor). If the child is playing ball with another
person (rolling or throwing it back and forth)code C-1 (Social). If
the child is seated on the floor and rolling a ball or bouncing it,
to explore its properties, code C-2 (Fine Motor).
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2. u-4, Visual/Auditory, is coded only if the child focuses
on ar .oject or person for at least 5 seconds. If the child is
va .. .«ly scanning the room, and does not focus on anything for at
jeast 5 seconds, or you can't tell what the child is looking at,
code C-6, Passive/Non-goal ad not C-4.

3. If the child is sucking on = bottle, feeding wimself,
code C-2, Fine Motor, and not C-f, Passive/Non-Goal Directed.
C-6 is coded for non-nutritive sucking (thumb, pacifier, toy, or
other object) or when the child is being fed and he merely opens
his mouth, i.e., where he is not actively engaged in feéeding or
attempting to feed himself.

ERIC il B
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D. Objects Used

This pertains to the types of objects used by the child in his
activities.

1 Commercial Play Materials

These are commerical (i.e. bought) play materials or equipment,
which are specifically designed for use by children.

Examples:
a. Books, mobiles, etc.

' b. Crayons, paint, paper, clay, play-dough, etc. This may
also include children's sissors and paste for making collages.

c. Small toys of various kinds, such as rattles, squeeze toys,
cars, dolls, miniature furniture, doll's ciothing, blocks, etc.

d. Picture puzzles, puzzles-boxes, etc.

e. Large muscle equipment, such as tricycles, large wagons,
jungle gyms, slides, rockers, etc.

. f. Children's musical instruments, such as drums,-xylophones,
clappers, triangles, horns, etc. This may include children's records.

Exclusions:

a. Any play materials which are not specifically designed for
use by children or sold commercially.

2. Improvised Plaz_MaterialS/‘
S

These are play materials, which were not specifically designed
for use by children or commerciglly sold, which have been provided to
the child to play with. They”ﬁ;g\improvised play materials.

Examples:

a. Pots and pans, small things to put into them, spoons to bang
them with.

b. Empty boxes or containers, some large enough for a child to
crawl into. .

c. Rag dolls which the teacher may have made. Pieces of soft

furry or colorful material. Pieces of wood to build things with. Jars
or boxes with tops to open and close.

N SOl B S
{;'ilUu j




Core - Additions -~ D, Objects Used - 13a December 7, 1972

“
1. This pertains to the Obserégzis distinguishing between
Commercial and Improvised Play Materials. Commercial Play Materials

include only toys or play materials which are sold in. stores and
specificallv designed for children. Improvised Play Materials are
objects +'.ich are commercial (i.e. sold in stores), which were not
specif _ally designed for children, but which the teacher has given
the child to play with. FE.g. children's books would be coded D-1.
If the teacher had given the child an adult's magazine to play with,
even though this is a commercial product, it is not specifically
designed for children, and hence would be coded D-2. The.e must

be evidence that the improvised play materials were given to the
child by the teacher, in order to be coded D-2, since we zre
interested in assessing the inventiveness of teachers in providing
children with improvised play materials. If the child is observed
to be playing with an adult magazine, but we did not see the teacher
present it to the child to play with, we code D-3, Other Objects.
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3. Other Objects

These include all other objects which the child may use in
his activities, which are neither commercial or improvised play
materials.

Examples:

a. Food, eating utensils, clothing, washing materials,
furniture, which the child may use for climbing, or tables to play
under.

b. This could also include blankets which the child may use
in his play (to hide under), but not given to him to play with.

c. This also includes other household objects in the room,
such as rugs, which he may manipulate, light-switches, running water
from the sink or bathtub, which the child may splash.

d. It would also include pets, such as dogs or cats, fish or
birds, etec., which the child may look at or play with.

e. Television sets, radios, and record players.

4., None

The child has not used any objects in his activities.

Examples:

a. The child may be involved in social activity, talking,
chasing or runring from other children, etc.

b. He may be involved in gross motor activities, such as
creeping, walking, or running, or climbing stairs (which would not
be considered materials, unless they were specially designed equipment
for young children).

¢ . D-4 would be coded when the teacher is using materials,
while doing something to or for the child, such as feeding or dressing
himself, but which the child himself is not manipulating. Chewing food
or drinking milk from a bottle would not be coded D-3 (Other Objects),
unless the child tried to feed himself. The same would be true for
clothing. That is, D-1 through D-3 pertains only to objects which
the child is using or doing something with, and not to objects which
the teacher is using while interacting with the child.

Cody g
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E. Vocal

This pertains to whether the child has vocalized during the
thirty second observation period, and the nature of the child's
vocalizatior-. Under vocal behavior we include (1) Intelligible speech,
(2) Unintriligible speech or babbling, and (3) Inaudible speech.
Singir: 1s also included, and may fall into any of the above three
categories, depending on how comprehensible the sounds are to the
obgserver. We exclude all other sounds, such as crying, laughing,
sneezing, coughing, yawning, hiccuping, ete.

1. 1Intelligible Speech

The child uses speech which is intelligible to the observer.
This includes single words, phrases, sentences, Or singing, where
the wor.ls are understandable to the observer.

Examples:

a. The child uses single words, which may be mispronounced,
or in "baby talk," but which the observer can understand. E.g. the
child may point to his bottle and say "Mi" (milk) or "Wawa" (water).
He may say 'Manana" (banana). They are coded E-1 if the observer
understands what the child is trying to saVv.

b. The child uses phrases or simple sentences, which may
not be grammatically correct, but are comprehensible to the observer.
E.g. thechild may say, "No go outside" or "outside go now." The
phrases or sentences do not have to be grammatically correct, but they
must be intelligible to the observer to be coded E-1.

Exclusions:

a. Do not code E-1 for speech which may be intelligible to
someone familiar with the child (e.g. the teacher or another child),
but which the observer cannot understand.

b. Do not code B-1 for speech which may be intelligible,
but which the observer cannot hear, because she is either too far away
or the child is talking to softly. In this case Code E-3, Inaudible
Speech, and not E-1, Intelligible Speech, or E-2, Unintelligible Speech.

2. Unintelligible Speech/Babbling

The child uses unintelligible speech or is babbling. While
we recognize that thare is an important distinction between- babbling
and unintelligible speech, we are concerned that observers may have
difficulty reliably distinguishing between the two types of vooalizationms.
Therefore, we have combined unintelligible speech and babbling under
the same coding category.

Examples:

~a. Unintelligible speech. The child produces sounds, which
sound like words, phrases, or sentences, which ate distinet, and

ey
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which may be attempts to communicate or at least imitate speech, but
which sound like "gibberish" to the observer. :

b. Babbling. The child babbles or coos. He produces sounds
such as ''ga-.,a" or "mi-mi-mi", etc. which are produced for their own
sake, and do not constitute attempts to imitate speech or to communicate.

Exclusions:

a. Do not code E-2 when the observer cannot hear what the
child is saying, whichshould be coded E-3, Inaudible Speech, and
not E-2, Unintelligible Speech.

3. Inaudible Speech

The child is speaking to another person or to himself, but
the child's speech is inaudible to the observer, so that she cannot
judge whether it 1is intelligible or not.

Examples:

a. Teacher and child may be sitting very closely‘and tallking
to each other in low voices, so that the observer cannot. h r what Is
. said. ,
b. The child may be playing alone and talking. 'to himself in
a low voice, so that the observer cannot hear what the child is saving.

Exclusions:

a. Do not code E-3 1if the child's speech is audible to the
observer, but is unintelligible.

4. None

The child has not vocalized during the entire thirty second
ohservation period, with the exceptionof sounds, such as crying,
§ laughing, etc.

- MRIRTN.
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F. Social Interaction

This pertains to whether the child was involved in a social
interaction or not. The social interaction may be initiated by
the chil” or the other person. It is coded a social interaction
as 1c  as the subject child or another person initiates the social
intcraction, whether it is responded to or not.

1. Yes

The child was involved in a social interaction during the
thirty second observation period.

‘Examples:

a. If the child initiates a social interact{on which the
other person either ignores or responds negative by, therebye
terminating the interaction, code F-1.

b. If the other person initiates a social interaction with
the child, who either ignores it or responds negatively, code F-1.

- c. If the teacher is doing something . or for the chi}d; :
who is not responding socially to her, code F-1. -

d. The child may be socially interacting with the teacher,
another adult or child, or a pet. These would all be coded F-1.
Column G would indicate who the child was interacting with.

Exclusions:

a. Do not code F-1 if the child is near another pcrson,
but neither the child or the other person are responding to each
other socially. E.g. the child may be held by the teacher, who is \
talking to someone else. Or the child may be sitting on the teacher's
lap, while they are both watching T.V., but they have not responded
to each other socially during the entire thirty second observation period.

3.
b. Do not code F-1 if thé child is playing near another
child, but neither have responde% to the other socially.

2. No (a) A
— « _:—"Qm:‘f—"// o
W .
The child was not involved in a social interaction during

the @ntire thirty second observation period.

a) If F-2 is coded, the Observer stops coding at Column F. 1
k
J
;
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1. We code Social Interaction, F-1, Yes, only if either the
c¢hild has done something to another person or if the teacher or
another perss. has done something to the child, which 18 social
in nature F.g. if the teacher is talking to someone else, while
the eb’ . is sitting on her lap, we code this F-2, No, since her
soct:l hehavior is not directed to the child. In terms of coding
the qualltative aspects of the teache: s behavior (Columns C through P),
we are -only concerned with social behevior directed to the subject
ehild and not to other people.

)
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Tr-acher—-Child "nteraction

Teacher's Behavior

G. Who

.nis pertains to who the child is interacting with, and the
tvpe of interaction.

1. Teacher-l-to-1

The chlld was involved in a one-to—one interaction with a
teacher.

Examples: /

a. Child and teacher alone, The teacher and child may be
interacting alone, which is the pattern we are most likely to see
with infants.

b. Child and teacher in a group. The child may be a member
of a grqup of children interacting with a teacher, but where the
child has received individual attention from the teacher, a pattern
we are more likely to see with older children., E.g. the teacher may
be reading a story, and the subject child asks the teacher a question,
which she responds to. Or the teacher may direct a remé?tx¢o the
subject child. ~ \

Fxclusions: >

LR

a. Do not code G-1 if the child is relating to the teacher
as a member of a group of children, but has not received individual
attention from the teacher.

2. Teacher—GrouE‘

‘ The child is relating ¢o a teacher as a member of a group
of children, but has not received individual attention from the
teacher during the thirty second observation period.

3. Other Adult (b)

The child is interacting with an other adult, who is not
a regular teacher or caretaker.

Examples:

a. Group day care. This includes the director, non-teaching
personnel, visitors, parents, etc.

b. Family day care. This includes other adults or older
children in the family or visitors.

. ,’ ’. N
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G. Who

1f, under column G (who), you record a 3 (Other Adult) continue
to record across the page and describe the nature of that social input
to the child as well. Other Adult is defined as any adult, including
teen—-agers 13 or older, who is not a regular teacher or caretaker

In making your ratings of the quality of the noon meal interaction,
that other adult should be considered if she has indeed played a signi-
ficant role in the child's feeding.

-
-

-
~
-

[
@
&




Core - 19 July 13, 1973

Evclusions:

a. In family dav care, education aids are coded as Teachers
(G-1 or G-2) and not 3 Other Adults (G~3).

4. Peer(s) (b)
ne child is interacting with ome or more other children.
Lxamples:

a. Peer to peer alone. The child is interacting with one
other child.

b. Peer-Group. The child is interacting with other children
in a group.

c. Peer-to-peer with teacher. The child ir interacting with
another child or children, but has also interacted with a teacher
during the same thirty second observation period. This would be coded
both G-4 or G-1 or G-2. '

Exclusions:

a. The child is playing near other children, but has not
interacted with them socially.

5. Pet(s) (b)

The ch:1d has been involved in a social interaction with a pet.

Examples:

a. The child may be playing with a dog or cat.

Exclusions:

a. The child is merely watching the activities of a pet, but
did not directly interact socially with the pet. This would be coded
c-4 (Visual/Auditory) for the child's activitv, but not G-5.

. Obgserver (b)

The child initiated a social interaction with the Observer
(who may respond, but should never initiate interaction with the chiid.)

b) 1if G-3, &, 5, or 5 are coded, and not G-1 or 2, the Observer stops
coding at column G. While it would be of interest to study the behavior
of other adults or older children who mav play an important care~taking
role in family day care, since this would not be a congistant pattern

in nvery day care setting, we felt it would be best to confine ourselves
to characterizing the behavior onlv of regular teachers in group day care
and provider-mothers and educatiocn aids in family day care.
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. Which Teacher

This pertains to which teacher the child is interacting with.
Teachers should be identified by number (1,2, or 3) at the
beginning vt each day's observation.

.oreas in family day care, there will usually be only one
teacher (the provider-mother) or occasionally an education-aid,
in group day care there may be as many as three teachers who may
interact with the child. If more than one teacher interacts with
a child during the same thirty second observation period, code
only the hehaviors of the first teacher who interacts with the
child during that observation period.

1. Teacher 1
The child is interacting with teacher 1, who was given
this code number at the beginning of the day's observation. In
family day care, teacher 1 is the provider-mother.

2. Teacher 2

The child is interacting with teacher 2. In family day care,
teacher 2 1s the education aid.

3. Teacher 3

The child is interacting with teacher 3.
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.\w

- I. Situation (c¢)

) This pertains to whether the interaction imvolves a routine-care
situation (fr.ding, toileting, cleaning, dressing) or another non-
routine sf _.uation. With only a few exceptions the qualitative asperts
of the _:acher's behavior (Columns K through P) could occur in either
rout.ue—care or non-routine situations.

1. Feeding

The teacher is interacting with t.ue child during feeding
whether the teacher is feeding the child or he is feeding himself.

Examples:

a. The interaction may specifically relate to feeding or
not. FE.g. the teacher may be urging the child to eat, or she mav
be teaching language, showing affection, etc., but these occur
during feeding. The same is true for other routine-care situations.

. 2. Toilering
. The teacher is interacting with the child in regard to the
child's use of the toilet or potty.
g Examples:
E a. The teacher may place the child on the toilet, take
| him to the toilet when he asks, or criticize him when he soils
his pants, or praise him when he goes to the toilet himself.

Exclusions: X

a. Diapering and changing, which may include cleaning the
child who has soiled his- diaper, would be coded I-3 (Cleaning) and
not I-2 (Toileting).

3. Cleaning

The teacher is interacting with the child in a cleaning
situation, whether she does 1t or the child does it himself.

Examples:

a. Diapering and changing.

b. Washing hands and face.

. c. Bathing.
o> 4., Dressing

The teacher is interacting with the child during a dressing

¢) If I-1 through I-4 are coded, code Column .J-1 threugh J-4. If I-5
i1s coded, code J-5. S n

’ TETRTARR! 'f
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situation, whether she dresses the child or he dresses himself.
5. Non-routine

The t- .cher is interacting with the child in a situation
other than .eeding, toileting, cleaning, or dressing——i.e. the
interac® on is not in the context of a routine-care situation.

Fxamplesg:

a. The teacher and child may be involved in learning
activities, outside of routine-care situations. F.g. she may
show him how to draw or paint, which would be coded I-5 (Non-
routine) and J-4 (Expressive).

b. The teacher and child may be involved in pleasurable
activities, outside of routine care situations. E.g. she may
be reading him a story or playing games, which would be coded
I-5 and K-1 (Reading) or K-2 (Games).

Exclusions:

a. I-5 is not coded 1f any of these activities occur
during routine-care situations.
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J. Independence/Self-Heip Skills

This pertains to the degree to which the teacher activelv
encourages or ‘'iscourages independence in self-help skills, such
as feeding. toileting, cleaning, and dressing.

"ite we recognize that faostering or inhihiting independence
involves many other aspects of the child's behavior, we are liniting
our assessment of this aspect of the teacher(s) behavior to area
of self-help to simplify our task. We do this with the (untested)
assumption that the extent to which the child is encouraged or
discouraged from functioning independently in the area of selp-

‘" ip may be generalized to other types of behavior.

A second point is that the essential judgement we are trying
to make here is whether the teacher encourages or discourages
independence in self-help skills, and not whether it is appropriate,
in terms of the child's age or developmental level, or whether the
methods she employs are positive or negative. FE.g. the teacher
may scold or shame a twelve month old for urinating in his pants
and not going to the toilet himself. We would code this as encourages
independence 1n the area of tolleting, even though we mav personallv.
feel thac the child is too young and that her methods may be
detrimental to the child's personality development. The essential
question 1is whether she is encouraging or discouraging the child to do
such things as feeding, toileting, cleaning, dressing himself.
In encouraging the child, she is saying, "I want vou to do this
yourself," or "you're old enough to do this yourself." 1In discouraring
the child, she 1is saying, '"Let me do it for you.'" You're not old
enough to do it yourself.

A third point is that she may encourage, without expecting top-
level performance. FE.g. she may help the child to do it himself,
or try to get him to help her to do it. E. g. she may try to get him
to put his pants on himself, with a little help from her, and she
will button his pants and secure his belt.

A forth point is that she must be actively (overtly) encouraging
or discouraging F.g. the teacher may discourage by simply doing
it tor the child. This would be coded J~3, Teacher Does It, and not
J-2, Discourages. Or the child may be doing it himself, and the
teacher allows him to do 1t, but she neither praises or criticizes him.
This would be gcoded J-4, Child Does It and not J-1 or J-2. In some
cages the issue of independence in self-help gkills does not arise.
E.g. the child is neither attempting to feed, dress, etc. himself, nor
is the teacher encouraging him to do so. They may he interacting
in another situation (e.g. the teacher may be reading to the child).
In this case, code J-5, None of Above.
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A fifth point isfthat Column J 1s also concerned with the
extent to which the teacher actively encourages or 4iscourages the
child in manipulating and exploring the self-help materials. E.g.,
the teacher may encourage the child to explore the food in a baby-food
Jar by tipping the jar and letting him put his finders into the jar.
This would bs coded J-1, Eucourages. Or she may discourage by taking
the jar auay when the baby tries to put his fingers into it. If she
merelv .llows him to manipulate and explore food or utensils, do not
code J-1, Fncourages, code either J-3 or J-4 depending on who is feeding
the child.

A sixth point is that if either J-1, Encourages, or J-2, Discourages,
can be coded during a 30-second observation period, do not code .I-3,
Teacher Does It, or J-4, Child Does It. TIf we see beth encouragement and
discouragement, code both J~1 and J-2. If neither J-1 nor J-2 can be
coded, but we see both the teacher doing it and the child doing it him-
self, code both J-3 and J~4.

Finally, 1f the Situation code is I~5, Non-Routine, code J-5, None
of Above. However, 1f I-1 through I-4 are coded, then J-1 through J-4
must be coded. . .

1. Encourages

The teacher actively encourages or helps the child to do things
for himself in the area of self-help. She encourages the child to feed,
toilet, clean or dress himself. If J-1 is coded, also code K~h (Direct
Teaching , Self-Help) Skills.

Examples:

a. She urges the child to do things himself, which he is not doing
at the moment. E.g., she may hand the child his hottle or table food
and urge him to feed himself.

b. She helps the child to do things himself. E.g., she may steady
the cup as the child attempts to drink from it himself, so that the milk
will not spill.

c. She shows the child how to do things himself. E.g., she may
demonstrate how to hold the spoon, scoop food up, and carry it to his
mouth. Or she may move his hand through the correct movements.

d. She praises the child when he has attempted to do things himself.
E.g., 1f the child tries to feed himself with a spoon, the teacher
praises the child's effort. '"What a big boy you are. You're eating all
by yourself."” :

e. She constructively corrects the child's mistakes and encourages
him to try again. E.g., 1f the child is not holding the spoon right
and has spilled food, the teacher shows him the correct way to hold the
spoon, and urges him to try again.

f. She encourages exploration and manipulation of self-help materials,
E.g., she hands the child a spoon and encourages him to dip it intu the
baby-food jar; or she may tip the jar and allow the baby to put his
fingers into the jar.

CoGit
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- Exclusions:

a. She allows the child to do things himself or to explore
- self-help materials:, but she does not actively encourage him to do so,
F.g., the child may be smearing potatoes on his plate with a spoon. The
teacher let the child do it, but does not encourage or discourage him.
“his wor' . be coded J-3, Child Does It, and not .J-1, Encourages.

b. She criticizes mistakes, hut does not encourage the child to
try again himself. This behavior pattern would be coded, J-2, Discourages.

2. Discourages

The teacher actively discourages the chitd then he tries to do
things himself in the area of self-help, or prevents him from manipu-
lating and exploring self-help materials. In geuneral, this will occur
when the child is trving to do things himself, and the teacher dis-
courages him in one way or another.

ggamgles:

a. The child tries to do things himselt, nd the teacher interrupts
or prevents him from doing it himself. E.g., the child may try to gra:p
the spoon, while he is being fed, and the teacher says, "No."

b. The teacher criticizes the child for not doing it properly uun
does it for him. E.g., the child may be trying to drink from the cup
himself and spills some of the liquid. The teacher removes the cup an
savs, "You're spilling it all over yourself. Let me do it for you."

c¢. The child tries to play with self-help materials, and the tea ier
prevents or tells the child not to do it. F.g., the child may be smea .ng
food with his spoon, and the teacher takes the spoon away or tells liim "o
stop playing with his food.

Exclusions:

a. The child is not trying to do things for himself. The teache:
simply does it for the child. This would be coded J-3, Teacher Does 1t,
and not J-2, Discourages.

b. The teacher criticizes or corrects the child, but encourages him
to try again himself. This would be coded J~1, kncourages, and not J-2,
Discourages.

c. The child is trying to do it himself, but is not very sucvessful,
0 that teacher helps him. If she helps him to do it himself, code J-1,
Fncourages. Howdver, if she stops bim from deing :t hrimself, and does it
for him, code J-2, Discourages.

) 3. Teacher Does Tt

The teacher feeds, toilets, cleans, or Jdeep oo the b iid, tau
neither encourages or discourages the child to do these thing o niraeds

ERIC R
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Examples:

a. The teacher 1 feeding the child, who remaias essentially
passive, except to open his mouth. This would be coded J-3, Teacher
Does " It.

b. T.o teacher dresses or cleans the child, who remains essentially
passiw

¢. The teacher places the child on the toilet. Uuhether the child
"makes" or not, this would be coded J-3. Teacher Does It, since the child
did not go to the toilet himself. On the other hand, if the child tells
the teacher he has to "make" and the teacher places him on the toilet,
code: J-1, Encourages, since the child has taken a step in the direction
ot going himself and she has reinforced this behavior pattern.

Exclusions:

a. If either J-1, Encourages, or .J-2, Discourages, can be coded
during a 30-second observation period, do not code J-3, Teacher Does It.
We may alternately see the teacher doing things for the child and
encouraging or discouraging him to do things for himself.

4. Child Does It

The child does things for himself in the area of self-help, and the
teacher neither encourages or discourages the child.

Examples:

4. ‘the child is trying to feed, clean, dress, or toilet himselt.
The teacher allows him, but neither encourages oOr discourages.

Exclusions:

a. The child trics to fwed, dress, clean, or toilet himseli,
and the teacher encourages or discourages him. In this case code
either J-1, Encourapes, or J-2, Discourages, hut do not code J-4, Child
hoes It.

r
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1% is coded if the situation is Nen~Routine, (I-5) 1.e. not involving
self~heln activities.
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K. Direct Teaching Activities

We recognize that much of what infants and young children learn
occurs through their own activity, by observing and imitating the
behavior of other people, and through the spontaneous unplanned inter-
actions with care-taking adults. But there is a certain amount of learning
which ocer.cs as a result of the deliberate, intentional, didactic "teaching"
accivi® lus of adults. We include attempts to facilitate or encourage
beh- -1Lors, such as walking, which cannot be taught in the usual sense of
the term, but nevertheless the teacher may help the child to develop such
skills through praise, encouragement, providing an opportunity to practice

these skills, etc. We want to know both how much direc iching or
facilitation occurs in different day care settings, an.. ~ content of the
teaching.

o

Direct teaching or facilitatlon can be seen in the following types
of behavior: (1) Urging the child to try a newly developing skill. (2)
Helping the child to perform a newly developing skill. (3) Praising the
child for his effort in attempting a newly developing skill. (4) Showing
(demonstrating or modeling) how to perform the newly developing skill.
(5) Providing feedback, i.e., informing the child whether he is correct
or not. (6) Providing information, which includes both transmission of
abstract knowledge and social rules or limits.: (7) Testing to see whether
the child can perform the newly developing skill correctly.

If more than one type of direct teaching activity occurs during the
same 30 second observation ocriod, do not multiple code. Code only the
dominant teaching activity, i.e., the activity which the teacher has spent
the most time on. If the teacher has spent an equal amount of time on two
or more activities, code only the firet direct teaching activity observed
during the 30 second observation period. While multiple-coding within
columm K is not permitted, if the teacher was engaged in both direct
teaching and non-didactic activities (Column L) during the same 30 second
observation period, code both columns K and L, e.g., the teacher may be
reading a story to the child, which would be coded L-1, Reads. From time
to time the teacher may point to pictures of different objects and name
them or ask the child to name them. In this case we would code both K-1,
Language Skills, and L-1, Reads. A

1. Language Skills and Concepts

The teacher is engaged in direct tcaching of language skills or
concepts. This goes beyond merely using language to teaching something
o1se, but is an attampt to teach language or concepts.

Foaamples:
a. Teacher corrects child's language. She may correct the child's
pronounciation of a word ("banana, not manana'), or she may correct his

grammay (e.g., the child says, "It's mines,”" and the teacher corrects him,
"It's mine.") She may correct the child's use of a label or concept. E.g.,
the child points to a drg and savs, "cat." The teacher corrects him, "That's
not a cat, It's a dog." The teacher may correct a non-verbal identification
response. E.g., the child may point to his nose when asked to point to his
eve, and the teacher corvaects him.

1
b, Toacher Prompts a Verbal Respense. P.g., the rearcher mayv point %

—— B e S e i )

to the child's nose and ask, "What do you call ghag?" ;
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c¢. Teacher Prompts Non-Yerbal Response. E.g., she may'ask
the child to point to various parts of his body. ''‘Show me your nose.
Show me your i et," etc.

d. Teacher Provides Verbal Model or Labels. E.g., the teacher
may point to various parts of the child's body and say, "This is your
nose. Thic is your mouth,'" etc., without necessarily expecting a
regponsr ,rom the child, i.e., without prompting him.

Exclusions:

a, Do not code K-1, Language Skills, if the teacher is merely
using language in conversation or to teach something else. E.g., the
teacher may be showing the child how to use crayons and paper and says,
"This is how you hold the crayon.'" This would be coded K-5, Expressive
Skills, and not K-1, Language Skills. However, if Ehe first said, "This
is a cravon," providing a verbal label, we would also code K-1.

2. Abstract Information ‘

}
The teacher is giving the child abstract information, which has
no immediate practical interest to the child. This may be spontaneocusly
offered by the teacher or in response to a question from the child.

Examples:

a. If the teacher tells the child that milk comes from LOWS,
this would be coded K-2, Abstract Information. If the child asks for milk,
and she tells the child where to get it (i.e., in the pefrigerator), this
is practical information and would not be coded K-2. However, if the child
asks the teacher why milk is kept in the refrigerator, and she tells him,
"To keep the milk cold, so it won't spoil." this would &e coded K-2.

b. Whenever the teacher gives reasons for doing things, uven
though the situations pertain to the child's own practical activities,
code K-2, E.g.,the teacher may tell the child to eat, soithat he will
"srow big and strong.'" Or she may tell him not to play with the radiator
because, "It can burn you." ‘

Exclusions:

a. Do not code K-2 if the information 1s practical in nature.
E.g., she may tell the child, "We're going to eat in a few minutes." Or
"we're going to go outside to play after lunch." Or "The milk is in the
refrigerator."

3. Social Rules, Limits.

The teacher is imparting social rules or limits to the child,
i.e., the "do's" and "don't's" of society, or of the child's day care
setting.
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Examples:

a. The teacher may'provide rules of relating to peers. 'Don't
grab toys away from other children. If you want something, ask for ie."

b. “lie may provide rules regarding routines. "We always take
a nap afte lunch." 'We wash our hands before eating."

¢. She may provide her own special rules. "I don't want you
to go to my drawers. If you want something, ask me, and I'11 get it for
you." '"You play in the living room. Not in my bedroon." "Don't talk to

me when I'm talking on the telephone."

Exclusions:
a. Do not code K-3 if the teacher tells the child to do something

or stop doing something (a control statement), without giving a general rule.
"play in the living room." "Wash your hands."

4. Teaching Games/Puzzles

The teacher is teaching the child how to play a new game or do a
puzzle. If she is using the game to teach something else, code the appro-
priate teaching activity and not K-4. Or if she is simply playing a game
or doing a puzzle with the child, code L-3, Plays/Participates, and not K-4,
Teaching Games/Puzzles.

Examples:

a. The teacher may be teaching the child to play a simple gawe,
such as Ring-Around-A-Rosy. The teacher instructs the children to form a
circle and hold hands. She then tells the children to move in one direction
first, then in the other direction. Later she tells them, "When I say,
'A11 fall down,' you fall down." Giviiz the child or chiidren instructious
about how to play a new game would be coded, K~4. However, if she were
simply playing the game with them, without giving specific instructions,
code L-3, Plays, and not K-4, Teaching Games.

b. She may be teaching the child how to do a puzzle. This would
be coded K~4. If she merely does the puzzle with the child without giving
instructions, code L=3 and mot K-4. However, she may be doing the puzzle
with the child, without instructing him, but periodically providing instruc-
tions. This behavior pattern would be coded both K-4 and L-3.

. Exclusions:

a. K-4 is coded only if she is teaching the child the rules of a }
nev game or how to do 2 puzzle. TIf she were simply playing a game oi doing }
a puzzle with the child, code 1.-3, Fiays/Participates and not K-4, Toaching |
Games /Puzzles. |
|
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‘materials involved in painting, drawing or crayoning, making things out

of feeding, toileting, cleaning, and dressing.’ If J-1 is coded, K-6 is
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b. If the teacher is using the game to teach something else
and is not teaching the rules of the game, do not code K-4. E.g., the
teacher may be teaching the parts of the body by playing the game "Put
Your Finger on Your Nose.'" This would be coded K-1, Language Skills and
Concepts, and not K-4, Teaching Games. -However, if she provided instruc-
tions about hor to play the game (e.g., when I tell you to put a finger on
a part of v.ur face or body, put your finger on it"), this would be coded
both K-' .ind K-4. :

5. Expressive Skills ' i

'

This pertains to the teacher's direct teachir~ of skills involved
in the following types of expressive behavior: If she both teaches and .

" participates; code both K-5 and L-3.

Examples:

/ a. Singing. The teacher is teaching the child the wor;;\agd tune
of a song._ \ e

b. Dancing. The teacher is teaching the child steps in a dance.

c. Musical Instruments. The teacher is teaching the child how
to use simple musical instruments, such as tamborines, maracas, drums,
cymbals, clappers, horns, whistles, xylophones, etc.

d. Artistic. The teacher is teaching the child how to use
of clay or play-doh, collages, how to make jewelry, etc.

.
» e. Constructions. The teacher is teaching the child how to make
things out of tinker-toys, leggoes, blocks, etc.,

6. Self-Help

\

The teacher teaches or encourages self-help skills in the areas
automatitally coded. (See J-1 for examples and exclusions).

7. Fine-Motor ;
!

The teacher teaches the child how to do things with his hands,
excluding Teaching Games/Puzzles, Expressive, and Self-Help Skills. Tf
either K-4, K-5, or K-6 can be coded, do not code K-7, since the use of
the hands is subsumed under the above activities. 1In teaching fine-motor
skills the focus is on the use of the hands as a tool, and not in producing
a product. E.g., 1f the teacher is shewing the child how to stack blocks,
use scissors,.string beads, use a needle-and-thread, etc., for their own
sake, code K-7. However, if these fine-motar skills are directly involved
in making a product, such as building a house out of blocks, making a bead-
bracelet, cutting pieces of paper to make a collage, sewing a simple garment,
these teaching activities would be coded K-5 and not K-7.
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Examples: ' \

a. The teacheg'is showing the child how to make a tower of
blocks, how to put rings on a pole, how to put small objects into a
contalner and emptying them out, how to use scissors or needle and
thread, how to string beads, etc.

: b  The teacher may show the child how to put clothing on
dolls. ™.is would be coded K-7, Fine Motor, and not K-6, Self-Help,
whict =ould only be coded if the teacher were showing the child how to

dress himself. :

c. The teacher may show the child how to hammer a nail into a
piece of wood. This would be coded K-7, unless the teacher were showing
the child how to make something by nailing two pieces of wood together.

d. The teacher may show the chiid how to turn a door-knob,
turn a light-switch or lamp on, unscrew a jar, open and close boxes,
"drawers, cup-board doors, etc.

Exclusions:

a. Do not code K-7 if the use of the hands 1s secondary to
another activity, such as showing the child how to use a crayon .or pencil
to draw pictures, how to fit the pieces of a puzzle together, how to put
his shoes on, etc.

8. Gross-Motor

Most gross-motor skills, such as creeping, walking, climbing,
or even riding a tricycle cannot be taught, but the teacher can do things
to facilitate or encourage the child to develop such skills. These
facilitating or encouraging behaviors on the part of the teacher are coded
K-8, Gross-Motor. Again, as with Fine-Motor skills, we code K-8 when the
focus is on the gross motor skill. E.g., if the teacher is teaching a
game, which involves gross-motor actions, code K-4, Teaching Games, and
not K-8.

Examples:

a. Creeping. The teacher encourages the child to creep by
calling to the child, praising the child when he succeeds in creeping,
placing the child on a creeping or crawling board, and urging him to
creep, etc. .

b. Standing. The teacher encourages or helps the cnhild to
pull himself to a standing position, by holding his hands, pulling him
to a standing position, praising him when he succeeds, etc.

. ’c, Walking. The teacher encourages or facilitates walking
in children first developing this skill by holding the child's hands
as he walks, praising him for his efforts, etc.
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d. Climbing. The teacher encourages oOr facilitates climbing
by providing the child with climbing equipment, encouraging the child to
- . climb, supporting him as he climbs to keep him from falling, praising
his efforts, etc. This includes climbing stairs.

- e. Use of gross-motor equipment. This includes encouraging
child to ride a tricycle, rocking on a hobby horse, sliding down a
sliding boaxd, rocking in a rocking-boat, swinging in a swing, etc.

f. Throwing, catching, and running. The teacher shows the child
how to throw and catch a ball, encourages the child to chase the ball, etc.

Exclusions:

. a. Do not code K-8 if the gross-motor activity is subsumed under
another activity, such as dancing, games involving large-muscle activity.

b. 1If the teacher is teaching the child a game in which throwing
and catching a ball is involved, code K-4 and not K-8.

c. 1If she is playing a game which involves gross-motor activities,
such as "Ring-Around-A-Rosy'", code L-3, Plays/Participates.

9. None

There is no direct teaching or facilitation of any of the above
skills.

) : O
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L. Non-Didactic Activities
7/ .

This pertains to activities which are not concerned with routine-
care, control, comforting, or direct teachinf;. Non-didactic activities
can occur during other activities, e.g., social-affective playv
(peek-a-boo, tickling, etc.) can occur in a variety of situations
- (Column I). Direct teaching can occur during non-didactic activities

(e.g., while reading, the teacher may periodically point to various

pictures -ud label them or ask the child to label them). Where non-

. didact? . and other activities occur during the same 30-second ohservation
peri. i, code all relevant columns. F.g., if while reading, the teacher
luvels plctures, code both X-1, Language Skills, and I-1, Reads.
However, if more than one non-didactic activity occurs during the same
30-sccond observation period, Code only the dominant non-didactic
activity. {See definition of dominant activity for Column K, Direct
Teaching, on page 27).

1. Reads, Tells Stories

This includes reading a story, talking about the pictures in
a non-didactic way, or telling stories. '

Lxamples: N

a. Reading stories: The teacher is reading a story to the
subject child, alone or as a member of a group of children.

b. Talking about Pictures in a non-didactic way: The teacher
is essentially using the pictures to tell a story or telling a story
about the pictures, but is not engaged in direct teaching. F.p., she

- , says, '"See, the farmer is milking a cow, and the little boy is waiting
for the bucket to fill up. so he can bring the milk to his mother, who

is waiting at the kitchen door."

c. Telling stories: The teacher is telling stories to the
subject child, alone or as a member of a group of children.

Fxclusions:

a. If the teacher both reads (or tells stories). and teaclies,
code botii. However, if during the entire 30-second observation period,
the teacher is engaged in direct teaching activity (labeling, testing
the child's languace skills, ctc.) code E-1 only and not I-1.

2. Converses

The teacher carries on an extended conversation with the child,
where the emphasis is on the purely social, pleasurable aspects of two
people talking to one another. Teacher and child may both be actively
engaged in carrying out the conversation, or it may be one-gided, where
one person does most of the talking and the other listens.

Examples:

a. In order to code 1-2, the conversation or discourse, bv
cither party or both parties, must le fairly extended, i.e., more than
a sentence or two. :

CGia0
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. b. In order to code L-2, the conversation should be social
in nature and not didactic, i.e., involve any of the teaching activities
- in column K. E.g., the teacher may ask the child what he did that was
fun on the week-end, discuss a recent or future visit to the zoo, etc.

c. The conversation may be one-sided. FT.g., adults often carry
on long: "conversations' with very young infants, which the child may not
understand, ior purely social reasons. Or the teacher may listen for a
long peri .l of time, while the child does most of the talking.

Exclusions:

a. Do not code L-2 for brief verbal statements, limited to one or
two sentences. E.g., the teacher may say, 'Do you want to go outside?"
The child may respond, 'Yes" or nNo" ending the conversation.

b. Do not code L-2 for verbal statements by the teacher which
involve Self-Help Skills (Column J), Direct Teaching (Column K)%, Comforting
or Affection, (Column N), or Control, (Column N).

3. Plays, Participates

~ The teacher plays with the child or participates in his play
activity on a peer level. That is, she plays with him, without attempting:
to direct or teach him.

Examples:

4. Social-affective play: The teacher plays games such as
"Poek-a-Boo', "This Little Piggy Went to Market”" _or she may merely tickle,
smile, or coo at him, in order to get a pleasurable response from the child.
She may toss him up in the air and catch him, or swing him between her legs,
etc. Social-affective play is most likely to be observed with infants and
very young children. :

b. Games and Puzzles: Teacher and child play more complex games
together, including board games, where the child already knows the rules,
and teacher and child are playing together. Teacher and child work on
puzzles together. E

c. Construction and creative activity: Teacher and child build
things out of blocks, make things out of clay or play-doh, draw or paint
together, without any direct attempt on the part of the teacher to instruct
or teach. :

d. Dramatic play and make-believe: Teacher and child are engaged
in dramatic play or make-believe activities, such as playing house, store,
playing with dolls, doll clothing and furniture, etc.

Exclusions:

a. Do not code L-3 if the teacher's behavior is didactic (i.e.,

where the emphasis is on teaching) or controlling. Tn order to code L-3,
the teacher's dominant behavior during the 30-second observation period

me (6101
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should be non-didactic, where the emphasis is on the social and pleasurable
aspect of her interaction with the child. However, if the teacher's domi-
nant behavior is non-didactic, but interspersed with teaching or con-
trolling behavior, code both L-3 and the relevant codes from Columns K or N.

4. Sings, Dances, Plays Music

: Th¢ teacher sings, dances, or plays muslc. She may do these to
enterta’ the child or with the child. However, in order to code L-4,
the ¢ .nasis 1s on pleasure or entertainment, rather than teaching.

Examples:

" a. Singsf The teacher sings to the child, or sings with the child,
alone or with a group of children.

b. Dances: The teacher dances with the éhild, alone or with a
group of children.

c. Plays music: The teacher plays records, plays music on the
radio, or plays a musical instrument, such as a piano, for the child.
She may also involve the child (or children) in playing simple musical
instruments, such as triangles, cymbals, drums, horns, etc.

Exclusions: —

a. Do not code L-4, if the teacher is teaching the child any of
f.the above activities. L-4 is coded only if the teacher does them to
! entertain the child or participates in them with the child. '

\ 5. Nome of Above

“
—

The teacher is not engaged in any of the above activities.
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M. comfort, Affection

This pertains to the degree to whica the teacher responds positively
when the child is in distress, or shows affection when the child is not
in distress.

1. Child Nistressed, Teacher Responds Positively

- e chilé is in distress (i.e., he is crying, frustrated, angry,
etc.) und the teacher attempts to comfort or help him.

Examples:

a. Comforts: The child is upset or angry, and the teacher tries
to comfort him, either physically or verbally or both. She may caress him,
1e1l him not to cry, in a gentle soothing tone of voice, give him his
bottle, pacifier, or a cookie.

b. Helps: The child is frustrated, trying to do something he is
having trouble with, and the teacher helps him. E.g., the child may fret
because he is trying to grasp a toy which is out of reach. The teacher
helps the child, by placing the toy within reach.

Exclusions: - -

a. Do not code M-1, if the teacher shows affection or helps
when the child shows no sign of distress, such as crying or whimpering.

b. Do not code M-1, if the child is in distress, and the
teacher responds by telling him to stop crying, in a harsh tone of voice,

or to do it himself. Ian this case, code M-2.

2. Child Distressed, Teacher Does Not Respond, Responds Negatively

The child is upset or requires help, and the teacher ignores the
child or responds negatively. -

Examples:

a. Ighores: The child is upset or needs help, and the teacher
jgnor s the child's distress. '

b. Responds Negatively: The child is in distress or requires
helr, and the teacher harshly tells the child to stop crying or refuses
to help him, telling him to do it himself.

3. Child is Not in Distress, Teacher Gives Affection

The child is not in distress and the teacher gives affection,
either physically, verbally or both.

Examples:

a. Physical affection: The teacher hﬁgs, kisses, caresses,
smiles at child. ‘

b. Verbal affection: The teacher tells the child she likes
or loves him, tells him he is a good boy, etc. :

G603
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Fxclusions:

a. Do not code M-3, if the teacher expresses affection, in
- - recponse to the child's distress. In this case, code M-1.

4. Child is Not in Distress, Teacher Does Not Give Affection

The child is not in distress, and the teacher does not express
affection.
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N. Control Techniques

This pertains to the frequency of the teacher's attempts to control
or direct the child's behavior, and the types of control techniques
which she uses.

Control behavior is defined as an attempt to get the child to do
something or stop doing something, regardless of the specific situation
or content ~. the child's behavior.

r .trol is most likely to be exercised in routine-care situations
(where the teacher is trying to get the child to eat, use the toilet,
dress, etc.), or soclalization situations (where the teacher is trying
to stop behavior which may be socially disapproved or dangerous) .
However, control behavior may also occur in teaching or play situations,
where the teacher is merely trying to get the child to do something.

In regard to types of control techniques, they are scaled on a
democratic—authoritarian dimension, or degree of coercion used to get
the child to comply. At the democratic end of the continuum, the
teacher uses a rational approach, gives the child reasons or explains
why he should do something or stop doing something (N-1, Gives Reasons) .
At the authoritarian end of the continuum, the teacher resorts to phy-
sical force or punishment (N-5, Physically rorces, Punishes, Spanks).
They are also scaled in terms of whether she uses positive or negative
control techniques. N-1 and N-2 are considered positive; N-3, neutral;
and N-4 and N-5 are considered negative.

Multiple-coding is permitted for Column N, {f more than one type of
control technique has been employed during the same 3G-second observation
period. E.g., the teacher may first use a rational approach ("Don't put
anything into the wa)l-socket, you can get a shock.") If the child persists,
she may scream or threaten him with punishment. If he still does not comply,
she may physically force him to stop by removing him from the wall-socket,
or spank him. In this case, code N-1 (Gives Reasons), N-4 (Criticizes,
Threatens, Screams), and N-5 (Physically Forces, Punishes, Spanks).

1. Gilves Reasons

The teacher glves reasons or explains why the child should do
something or not do something.

Examples:

a. In order to code N-1, the reason must be rational ("If you
play in the street, a car might hit you."), and not a' threat, ("If you
play in the street again, I'11 hit you."), or a bribe, ("If you play nice,
1'11 give you a cookie.').

Exclusions:

a. If the "reason" involves a threat, ("Lf you don't stop playing
with the waill-socket, I'1l spank you."), code N-4, Criticlzes, Threatens,
Sereams, and not N-1.

b. If the ''reason' involves a bribe, ("'Tf you stop playing with
the wall-socket, I1'1l give you a nice toy to play with."), rode N-2,
Praises, Rewards, Promises, and not N-1.

G169
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¢. TIf the "reason" involves an appeal to the teacher's
authority ("Do it, because I say so'), with an implied threat, code N-4,

Criticizes, Threatens, Screams, and not N-1.

2. Praises, Rewards, Promiges

The teacher attempts to control the child's behavior, through
the use of the following positive reinforcement techniques.

T amples:

a. Praises: The teacher praises the child for approved behavior,
regardless of the situation or content of the child's behavior. E.g.,
in response to the child's attempt to feed himself with a spoon or to
walk, the teacher says, "Very good. What a big boy!" Or the teacher has
asked the ~hild to do something (N-3, Asks, Tells), and the child complies.

The teacher says, ""That's a good boy." Code both N-3 and N-2.

b. Rewards: The teacher materially rewards .approved behavior.
E.g., The child was asked to put his toys away in a toy box, and the child
complies. The teacher says, "That's a good boy," and gives him a cookie
as a reward.

c. Promises: The teacher promises a reward if the child complies
with a request. E.g., "If you eat all your vegetables, you can have a
cookie." Or, "If you take a nap like a good boy, I'll take you out to the
park later." W
!
|

Exclusions:

a. Do not code N-2, if the tepcher expresses affection or gives
the child a cookie, without verbally imforming the child that the affection
or feward was contingent upon a specific piece of the child's behavior.
E.g., she may simply say, 'You're such a gcod boy, I'm going to give you
a cookie.” Or she may give him a cookie, without saying anything. Such
general signs of approval or affection should not be coded N-2.

3. Asks, Tells

The teacher asks or tells the child to do something or stop doing
somethirg, in a neutral ‘tone of voice. The teacher's tone of voice may be
firm, but not loud or threatening.

Examples:

a. In order to code N-3, the teacher must ask or tell the child
to do something or stop doing something in a neutral tone of voice. E.g.,
she may ask the child, "Will you please stop banging your spoon on the
table?", in a soft but firm'voice. Or, "Would you put your toys away now?"
She may say the same things, by telling the child rather than asking.
Asking is merely a polite way of telling. E.g., "Stop banging your sboon
on the table." Whether she asks or tells, it is essential that she say it
in a neutral, non-threatening tone of voice.

’
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Exelusions:

a. If the request is made in a loud threatering voice, code N-3
and not N-3, even though the threat is implicit and not explicit. E.g.,
"Stcp banging your spoon on the table," in a loud, threatening tone of
voice, would be coded N-4.

b. Do not code N-3 if the teacher asks the child a question,
without an r.tempt to control his behavior. E.g., she may ask him,
"Would v~ . like to have your lunch now?'" This kind of question gives
the ¢t .ud a true cholce, whereas the kind of request described above
does not really -give the child a choice but is merely a polite way of
telling.

4, Criticizes, Threatens, Screams

The teacher uses the following negative verbal control techniques
to get the child to do something or stop doing something. :

Examples:

a. Criticizes: The teacher criticizes the child or his behavior.
This can range from mild constructive criticism ("No, that's not the way
to hold the spoon") to destructive, hostile putdowns ("No, stupid, I told
'you a thousand times that's not the way to hold your spoon:'’).

b. Threatens: The teacher explicitly threatens the child with
punishment if he does not comply ('"I'll spank you, if you don't stop
playing with the wall-socket.") ‘

» ¢. Screams: 1In contrast to (b), here the threat is implicit, in
the loud or threatening tone of voice ("STOP PLAYING WITH THE WALL-SOCKET!")

Exclusions:

a. If the teacher verbally criticizes the child's behavior and
spanks him at the same time, code N-5ionly and not N-4. E.g., as she
spanks him, she says, "I told you never to play with the wall-socket."

On the other hand, if she threatens first and then punishes when the child
does not comply, code N-4 and N-5, since these constitute two separate con~
trol behaviors on the teacher's part. ‘

-

5. Physically Forces, Punishes, Spanks

The teacher uses the following negative physical control techniques
to get the child to do something or stop doing something.

Examples:

a. Physically Forces: The teacher uses physical force to get the
child to comply. E.g., she tells the child to stop playing with the wall-
socket. When he does not stop, she picks him up and puts him into a play-
pen. Generally, in order to code N-5 when physical force is involved, the
force must be preceded by a verbal control statement. ("If you don't-stop
playing with the wall-socket, I'll put you in the playpen.')
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There are several exceptions to this rule, in routine-care situations:
(1) Feeding: forcing food into a child's mouth
(2) Toileting: forcing the child to sit on the potty or toilet

(3) Cleaning: forcing the child to go into tub or tu hold
still, while she washes his hands and face;
or pinning a struggling child down, while she
changes his diaper

(4) Dressing: holding the child, who may be trying to get
away, so she can dress him

b. Punishes: The teacher uses non-corperal punishment for dis-
approved behavior. That is, she punishes him, but does not spank or hit
Lim. E.g., if the subject child hits another child, she may use isolation
(putting him in his crib) as a form of punishment. Or she may not give him
dessert, as a form of punishment for misbehaving at the table, etc.

c. Sbanks: The teacher uses corperal punishment for disapproveld
behavior. She spanks, slaps, hits, or shakes him for misbehaving.

Exclusions:
zxelus-ons

a. If the teacher merely moves the child physically from one
location to adother (e.g., she picks him off the floor and puts him In
the playpen), do not code N-5, for Physically Forces, unless she verba-
lizes that such a change in physical location is due to the fact that he
has not complied with an earlier verbal request oOr that the change (e¢.g.,
from floor to playpen) is a form of punishment.

6. No Attempt to Coﬁtrol

. The teacher did not attempt to get the child to do or stop doing
something during the entire 30-second observation periad.

o LGy
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0 Teacher's Affect .. . v

This pertains to whether the teacher's domindant affect during the
40-second observation period is positive, negative, or neutral, whether
she 1s generally pleasant, unpleasant, oOr bland while interacting with
the child. ‘ '

The teacher's positive or negative affect may be directed to the
child or nrc. That 1is, she may be expressing anger toward the child
for mist naving; or she may be in a bad mood, for other reasons, having
nothi.ig to do with the child, but i$ generally irritable and unpleasant
while interacting with the child.

! v ’
Evidence of positive, or negative affect must be overt, such as smiling
or scowling. .Do net try to infer what her mood or affect is, without such
overt signs. - S 7

In order to ccde ﬁositive or negative affect, the behavior must be (a)
frequent (such as frequent.smiling) or (b) intense (such as laughter or an
angry outburst, which may only last a short time). E.g., a fleeting smile
or scowl, where the dominant affect was neutral, would be coded 0-3
(Meutral) and not O-1 (Positive) or 0-2 (Negative). '

Multiple~coding, for O0-1 and 0-3; is permitted, if the teacher mani-
fests both, and both behavior patterns are sufficiently frequent or intense.
However, 0-3 (Neutral) is coded only if this is the teacher's dominant

behavior pattern during the 30-second observation period.
1. Positive

The teacher's affect is generally positive during most of the
30-second observation period, or there is a brief but intense expression

Jo of positive affect.
; q;

Lo

Examples:

a. Smileé frequently: The teacher smiles frequently during the
30-second observation period. N

b,//zgughs: The teacher laughs during the observation period,
while interacting with the -child. :

c. Expresses physical affection or comforts: Kisses, hugs, caresses
child when he is not in distress; comforts him when he is in distress. (1f
M-1 and M-3 are coded, code 0-1). 7/

d. Expresses verbal affection or praises chlld: Tells child she
loves him, he .is a good boy, he's feeding himself so well, etc. (1f N-2
is coded, code 0-1).

Exclusions:

I e

. 4. Do not code 0-1, if the teacher smiles briefly once or twice
during the 30-second observation period.

Elﬁl(;‘\ - ‘ ‘ C‘@ i Q 9
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2. Negative _

e

. T . .
I, The teacher's affect is generally negative during most of the
P 30-second observation period;*or there is a brief but intense expression
of negative affect. .
|
Cxamples:

a. Scowls frequently: The teacher scowls frequently during
the 30~second.observation period.

e b. Complains, irritable frequently: The teacher complaing or
is irritable throughout most of tlie 30-second observation period. .

c. Expresses physical anger toward child or punishes hlm
spanks, slaps, hits child; shakes him, or handles him roughly. She
may also physically force him to do somethlng. (I1f N-5 is coded,
" code 0-2). !

d. [Expresses verbal anéer at child: The teacher screams
or scolds; shames him; expresses dislike for child. (If N-4 is coded,
code 0-2). - : I

Exclusions:

a. Do not code N-2, if the teacher scowls briefly once or
twice during the 30-second observation period.

3. Neutral

The teacher's affeét is generally neutral during the entire
-30-settond observation period, and there have been no intense expressions
of positive or negative affect. Do not code 0-3, if either 0-1 or 0-2
can be coded. :
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1. Note change in manual on p. 43, 2.d. (Fxamples). Originally
if the teachk~r criticized the child, this would be coded 0-2, Negative,
for teack.r's affect. If the teacher criticizes the child, code N-4,
Criti- ces, for control techniques. But criticism can be given in a
positive, negative, or neutral manner.

a. Positive: Teacher criticizes child in a friendly, warm
tone of voice and is essentially constructive in nature. That 1is,
she criticizes the child's behavior, but does not put the child down.

b. Negative: The teacher criticizes the child in an angry
scolding tone of voice and may include putting down the child, telling
him he is stupid, etc. \ :

c. Neutral: The teacher criticizes child in a neutral
matter-of-fact tone of voice, without any positive or negative feelings
or verbalizations expressed toward the child.

If there is criticism, code the affect column on the basis of
whether the teacher is friendly, hostile, or neutral while she 1s
. criticizing the child.
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P. Teacher Verbalizes to Child

This pertains to whether the teacher has verbalized directly to the
child during the 30-second observation period or not.:

1. Yes
The teacher verbalizes or vocalizes directly to the child. She
may speak to ihe child individually or as a member of a group of children.
In order t:z code P-1, it is essential that the teacher verbalize directly
to the supnject child and not to another person, while interacting with the
child. E.g., if she is feeding the child, but talking to another teacher,
do not code P-1.

Examples:

-

a. Nonsense sounds or baby-talk: The teacher has vocalized to
the child in nonsense sounds, in imitation of the infant, or has spoken
to the child in baby talk.

b. Words, phrases, sentences: The teacher has spoken a few words,
phrases, or sentences to the child. . Her verbalization may be fairly brief
or consist of an extended cénversation with the child. The topic or con-
tent of her speech is irrelevant, as long as it is directed to the child.

c. Reads or tells story: "[The teacheﬁ,reé&s to child or tells a’
. story, without necessarily speaking to him in any other way.

Exclusions:

a. Do not code P-1, if the teacher is speaking to someone else,
while interacting with the child.

2. No [y

The teacher has not verbalized to the subject child during the
~entire 30-second observation period. She may not have spoken at all, or
spoke to someone else, but not to the child.

o
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New York City infant Day Care Study

FOOD RECORD

—k_
CHILD'S NAME

ETHNIC GROUP

CHILD'S iD NO.

SEX AGE (MONTHS

PROGRAM

CYCLE

DATE

TIME NOON MEAL

OBSERVER'S INITIALS

FOOD

o KIND

SERVED

REJECTED

BRAND |FAMILY
* *k

 INGREDIENTS

ADDED

COMMENTS

CODE

A.

BEVERAGES

Formula

Milk

Fruit Juice

Water

Other

CEREALS

BREAD

FRUIT

PROTEIN FOODS

Hi Meat Dinner
(meat & czreal/ veg)

Meat, =is.,
Poultry {r. ain)

Egg

Ooac.m_:é,.mq
(veg. & me.il)

Cheese

Dried Pezs — Beans

Peanut Butier

Nuts

05 er

* B — Beechnut

G — Gerber's

H — Heinz

S — Swift

U ~ Unknown

**Family Foods (major preparation in home)

Q

IC

Aruitoxt provided by Eic:

E




.n“u RECORD (Cont’d.) . e - , A - . I
" NAME ’ , 3 o~ CHILD'S ID. NO. ..U).q.m OBSERVER'S INITIALS ]

FOOD o IND | - BRAND | FAMILY]  INGREDIENTS . , T
KIN SERVED | REJECTED] BR/ \M ADDED COMMENTS CODE

F. VEG.

G. STARCHY FOODS
Potato
Rice
Pasta
Other . i

H. DESSERTS OTHER THAN FRUIT
Pie .

Cake -

Pudding v B

lce Cream , s

Other oo

1. SNACK FOODS

Teething Biscuit
Soda
Candy
Chips
Cookies
Cther

J. FATS (Visible Ones)

Margarine or
Butter
» Mayonnaise
Other i A _
K. MISCELLANEOUS
Soup
Sandwich

Other

L. VITAMIN SUPPLEMENTS
3A oC agA&D a3 fron o Multivitamin g Other (Specify) _ . _ :

IC

Aruitoxt provided by Eic:

Q

' B — Beechnut G — Gerber's H — Heinz S — Swift U — Unknown **Family Foods {major preparation in home)
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.. .- ‘ June 11, 1973

New York City Infant Day Care Study /
CHECKLIST FOR FOOD RECORD _4

Manual of Instructions

1. Record all food offered to child in noon meal by placing a check in
first column marked O.for observed.

2. Use this guide for food groups:

A. Beverages - All liquids except for soda which is a snack food.
Thie group includes:

Formula

Milk

Water :

Other: KXool-Aid, Malta, Champola, Beer, Wine, Etc.

B. Cereals - All cereal products such as:

QOatmeal

Farina

Cornmeal

Grits

Wheatena

Cornflakes

Cherios and other dry type cereals

C. Bread - All breads such as white, whole wheat, rye, pumpernickel,
biscuits, cornbread, Italian and Spanish bread, muffins,
pancake,  -waffles.

D. Fruit - All fruits such as:

Apples Cantaloupe
Banana ~ Watermelon
i Pear Mango
Peach Papaya
‘Plum Fruit cocktail

\

E. Protein Foods ~ All meat, fish, poultry, baby dinners, egg, cheese,
nuts and peanut butter and dried peas and beans.
Example include:

Meat Poultry Fish

. Beef Chicken Tuna
Lamb Turkey Salmon
Pork Capon - King .
Veal " Duck Porgy .
Spots
Butterfish

Flounder - |
HMackerel i
Seafood: Shrimp |
Clam :
Oyster |
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. Manual of Instructions

b
s
19

Cheese
Cheddar (store)

Nuts

Cottage

Swiss

Meunster

Baby Dinners

Organ Meats

Beef with vegetables Liver

Chicken with vegetables Heart

Ham with vegetables Kidney

Turkey with vegetables Lungs

Veal with vegetables

Creamed cottage cheese- Other
with pineapple Ham hocks

Beef and egg noodles
Chicken noodle dinmner
Turkey rice dinner
Vegetables and chicken
Vegetables and beef
Vegetables and lamb
Vegetables and turkey

NOTE:

Cream cheese

Bacon, fat back

Neck bones

Pig tails, ears, feet

Dried Peas and Beans

Red

Kidney

Lima {(not the fresh ones)
Black

Pinto

Chick

Pigeon

Lentils - green & yellow
Pink

Gabanzas

Soybeans

Hamburger Helper and similar
convenlence foods

Do not include the following as protein foods:

these are FATS

F. Vegetables -~ All vegetables inciuding:

Green Yellow Red Other

Cabbage Carrots Beets Cucumber

Greens: collard Turnips - Cabbage Celery
mustard, Squash Lettuce
turnip, Pumpkin White turnips
Kale, Corn
dandelion

Broccoli

Peas

Stringbeans

Pepper

nickory

Linn Beans
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CHECKLIST FCR FOOD RECCHD - 3

Manual of Instructlions

June 11, 1973

¢. Starchy Focds - Polato and similar root vegetables, rice and pasta
products. - ‘

Potato and/other

White

Sweet and Yam
Yautia
Plantain
Yuca

Yama,

Dasheen

Rice Pasta
White Spaghetti
Brown Macaroni
Wild Noodle
Shells

H. Desserts Other than Fruit - A1l foods that are generally used as a

else.

"J. Fats - Includes:

dessert except fruits which are all included
in Group D on page 1 of the Food Record.

Pie and cake.
Pudding

~ Custard

Ice Crezm
Ice Milk

Popsickle
Ices '

T. Snack Foods - Include those foods that are high in calories and little

Example are:

Teething biscuit

Soda Pop

Chips - potato, corn, cheese-its
cookies - all kinds

Margarine or butter Other - Crezm cheese,
Mayonnaise °
Bacon, fat back

Neck bones

K. Miscellaneous - Includes Soups, Sandwiches (2 slices of bread with a

£i1ling) and those foods not covered in any other.food

group.

3. Cgpumn marked Kind is used to indicate a brief description of the fcod.

; For example:

cereal - oatmeal
d bread - white
{ meat - beef
| other ‘- kool-aid

-'vegetables

- peas

"~ potato - white
pie . - apple
cookie - chocolate
soup - chicken

. sandvich - bologna °

ﬁ " -
;

Pigs feet, tails, eal
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19.

11.

Tndicats time food was served (nearest half hour) in column marked
Served for all foods at times other than noon meal. Check food served
during noon meal. Use an R and time in Served column to indicate foods
served before observer arrived.

The Rejection column is to be checked when baby rejects all of any food
offered. Examples of rejection:

- baby physically forced to eat and then
pits up

- baby obviously dislikes the food and
refuses to swallow it

- baby refuses to swallow even a taste of
food offered from a teaspoon

If food was served more than once indicate time of rejected amount .

Brand column is used for only specially prepared baby foods such as

those commercially manufactured by Gerber, Heinz, Beechnut or Swift.

(Indicate by initial (G,H,B,S) the brand in this column.) Use U for
unknown if brand is unknown. These are not table of family foods.

Family is any food where the major preparation occurs in the home.
This includes all fresh, canned, frozen or dried foods. Place an
F in this column.

Record any ingredients added to a food. Examples are:

- egg added to malta

- sugar added to formula

- sugar added to vegetables

- pumpkin added to soup

- orange Jjulce added to milk
(champola - Puerto Rico)
(Morir Sonando - Dominican Republic)
(Orange Nog - Hew York City)

Use column marked Comments to note anythlng unusual that will shed
light on the food intake of the child. This might include an observed
behavior or statements by the teacher about the foods in relation to
the child.

Ask if formula has added iron. Also note if fermular is used to thin
cereal.

Ask about vitamin suppiements since you may not observe this being

. offered to the child.

CHia1




1T E AR o . - FOOD RECORD '

' TCHILD’S NAME , ETHNIC GROUP CHILD'S 1D NO, . SEX AGE (MONTHS)

OBSERVER'S INITIALS
PROGRAM CYCLE DATE TIME NOON MEAL

BRAND [FAMI " INGREDIE
RAND |FAMILY | INGEEDIENTS COMMENTS CODE

FOOD 0 KIND SERVED | |REJECTED

A. BEVERAGES
Formula
Milk
Fruit Julce
Water
Other

B. CEREALS . : ‘ o

=3
[t
- . B « e
C. BREAD . , ...

D. FRUIT

U, S—

E. PROTEIN FOODS
Hi Meat Dinner
{meat & cereal/ veg)

Meat, Fish,
Poultry (ptain) [

Egq ' /

Comb, Dinner —
(veg. & meat)

Lheese
Dried Peas — Beans
Peanut Butter

.. Nuts
OnJm_. . . .

)

IC

Aruitoxt provided by Eic:

Q

* B — Beechnut G- OQ&E..m . H -~ Helnz S ~ Swift U = Unknown : **Family Foods (major preparation in home)

E




FOOD

‘1 SERVED

REJECTED

BRAND | FAMILY |
*

*%x

INGREDIENTS
ADDED

COMMENTS

F. VEG.

G. STARCHY FOODS

Potato

Rice

Pasta

Other

H. DESSERTS OTHER THAN FRUIT

Pig

1

Cake o

Pudding

lce Cream

Other

I. SNACK FOQDS

- Teething Biscuit

Soda

Candy

Chips

Cookies

Other

J. FATS (Visible Ones)

™

Margarine or

\m::mﬁ .
Mayonnaise

-QOther
K. MISCELLANEOUS

Scup

. Sandwich

.
T

‘ Other

R, IS WO

.,ub cC

L. VITAMIN SUPPLEMENTS

o A&

w

A iron
hY

o Multivitamin

3 Other {Specily)

B -~ Beachnut

G — Gorbar’

I.Wi Heinz

8 - Swift

U - Unknown

l C “
Aruitoxt provided by Eric:

E\.

t!




i ‘ June 20, 1973

New York City Infant Day Care Study

» SUPPLEMENT TO FOOD RECORD MANUAL - 6 MONTH OBSERVATION
. (See pp. 7 for 12-36 Month Additions)

Checklist of Feeding Skills

General Instructions

The Checklist of Feeding Skills is to be based only on direct
observation by the observer either during the noon meal, as it is
defined for Core and the Noon Meal Globals, or immediately preceding
or after the Noon Meal. The Checklist is not to be completed from
observations made at some other times durlng the day, e.g., morning
or afternoon snacks.

X The Checklist can be multiply—coded Code all behaviors observed,
which appear on the ‘Checklist.

For those iten@.ﬁhere the child is given credit for :performing
skill(s) unassisted, the child must perform them without any inter-
vention by the teacher. Do not make judgements about whether the
child is capable of performing these skills by himself. If the teacher
intervenes, even when it may not be necessary, do not give the child
credit for having performed the skill(s) unassisted.

Bottle-giving

1. Bottle

The child may be given a bottle during and/or after the noon meal,
or at some other time during the day. Record the bottle~giving
situation whenever it is first seen.

1. Teacher holds child while child drinks bottle. Teachér may
be holding the bottle or child may be partially or completely
holding the bottle.

2. Child not held, but teacher holds bottle. Child is lying down
in crib or playpen, etc., or placed in ififamt seat or high chair.
Teacher holds bottle or teacher and child hold bottle.

3. Child not held/child holds bottle. Child is lying down in crib
or playpen, etc., or placed in infant seat or high chair.
Child holds bottle by himself. Teacher may or may not be present.

4. Bottle propped — Teacher arranges some objects to prop bottle
for the child. Child may hold bgthle, part of the time, but
not all the time. He may rest his Dgnd on bottle all the time.

5. Bottle giving was not observed - A botgge was not given or it was
given out of sight of the observer. . v -




SUPPLEMENT TO FOOD RECORD - page la August 14, 1974

General Instructions - Checklist of Feeding Skills ' e

The primary interest here is on the highest level of feeding skills
observed during the day. In order to simplify this task, the observer
may multiply code this category, however, the multiple recordings
should be done in pencil. At the end of the day, indicate in ink only
the highest level observed and .erase the additional checks made for
lower-order categories. '




SUPPLEMENT TO FOOD RECORD - page 2 June 20, 1973

2: Burping
1. Yes, the child was burped during and/or after the feeding
2. No, the child was not burped

3. Not observed, the child was not given a bottle, or the bottle
was given out of sight of the observer.

Burping: holding the child in an upright or horizontal position
in order to allow the air to escape. Some hold baby upright, with
his chin on caretaker's shoulder, and pat his back (gently); some
hold the baby across the knees and pat his back. The young child
takes in a lot of air when he eats or sucks, and the point of
burping is to help him to get rid of it.

\lo | T - bhiae
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i:‘ , SUPPLEMENT TO FOOD RECORD — page 3 June 20, 1973

Rating of Teacher and Child During Noon Meal: Six Month Observation

A, Teacﬁer focus -
1. on child and the feeding

The teacher's main activity is feeding and interacting with
the subject child. She looks at him, talks with him or sings
to him most of the time.

2, Mixed

The teacher divides her attention between the child and. feeding
the child and some other activity. The other activity may be
talking to another adult present, or someone on the telephone,
or she may be watching TV, or she may be watching the activity
of another child in the room.

3. primarily on something or someone other than the subject child.

She feeds the child but only occasionally looks at or interacts
with him. She may praise his eating or reprimand some behavior
or wipe his mouth, etc., but it is perfunctory. Her attention
is primarily given to the other activity (see above, #2).

There may be unavoidable or unnecessary interruptions in the feeding
process. Note whether the interruption is initiated by the teacher or
by someone else. The telephone may ring, a neighbor may come to the
s door, another child may do something that requires the teacher's imme-
diate attention. In such cases, the rating will depend on how the
' teacher handles the interruption, how much time she spends beyond the -
minimum amount necessary to deal with whatever has happened, and how much
attention was focused on the child before and after the interruption.

Additional examples: If she, the teacher, feeds the child mechanically,
without smiling, conversation, or any elaboration
of the feeding, but she is not doing anything
else, other than feeding and passively interacting
with the child,

: rate _1

I1f she is feeding two children simultaneously and .
gives equal attention to both, no matter how total
her focus on the feeding process, it is still

divided, from the.point of view of the subject child,

rate _2

If she is holding the subject infant in her arms
while feeding him, but ic absorbed in watching TV
(or, in conversing with another adult)

/ - . \\\-\

M rate _3

This rating, therefore, is not going to give an index of how pleasurable
the experience was for ithe child, or of how imaginative and interested

o s e g2 o v iy s S e g Y TRV e b ygAy S L W S—gAtN % mas TVRYT MOGE PeGWLT




SUPPLEMENT TO FOOD RECORD MANUAL - page 3a April 4, 1974
AN

Rating of Teacher and Child During Noon Meal

if a non-staff person ('other adult") feeds the child, do not fill
in the rating of teacher and child during noon meal except for beginning
and end child affect. : :

If the child is given no lunch or just given a bottle which he
either holds or has propped, do not fill in right side of page - i.e.,
rating of teacher and child. '

In all the above instances, indicate on the time line why the form

is incomplete.

\

vt io
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Aruitoxt provided by Eic:

SUPPLEMENT TO FOOD RECORD - page 4 . June 20, 1973

the teacher was in the feeding situation. It should, however, tell

us the extent to which the teacher focused her attention on the subject
child except for unavoidable events over which she did not have control.
(If there is an unusual or peculiar event that interrupts the feeding
and is of an order or a duration that seems to invalidate the rating,
that should be noted under '"CORE Supplement: D., Unusual Conditions'

B. Child focus

1. primarily‘on teacher and the eating

The child is absorbed in eating and in interaction with the
teacher. - He watches her fill the spoon, watches the spoon
approach; he often looks at her face. He may help himself;
or may anticipate the_spoph. He bends his body toward the
spoon ‘and the teacher. If she talks to him or sings or plays
a game centered around the eating, he responds and plays his
part. He may glance around the room or look at something or
someone else, but his major focus is on her and the feeding.

2. mixed

The child divides his attention between the teacher and the
eating and something or someone else. The other activity may
be playing with a toy on the feeding table (or in his or her
lap), with eating utensils other than those being used in the
feeding, or the child may be watchlng something else going on
in the room, or watching TV, or looking out the window. '

3. primarily on sotething or someone other than the teacher and
eating.

The child gives most oi his attention to things, activities or
persons other than the teacher, the food or the eating. He may
* be playful or resistant, but he gives only minimum attention to
" teacher or food. He may allow himself to be fed, he may look
at the teacher once in a while, but his main occupation is some-
thing else; eating and being fed is incidental.

Remember that a six-month old child has a notably short span of attention
and is generally highly distractible. It is not to be expected that a
child of this age can focus on any one thing or process for 15, 20 or more
minutes. Also, the amount of other activity in the room will necessarily
influence the extent to which the child's attention will wander, as will
the kind of unavoidable interruptions noted under A. So, consider the
amount of invitation to distraction, and note that, especially at this
age, it is not expected that the child will be 100% focused on the teacher,
the food and the feeding. As in A, consider what the child does both
before and after an interruption, or a distracting event, and how much

his distractibility is self-initiated or invited fron thL outside. And
remerber that one's standard of expectations for "focus" Ffor chiildren of
this age is different from that for 2 and 3 year old children. Also, note
that [ocus on the food, the feeding and the teacher need not represent a
"séuitive' attitude. The focus mary reflect a struggle between the teacher
and the child; the child may resist her efforts. But if he is primarily
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focused on the feeding experience, even if it is a 'negative" focus,
- he may be rated 1/.

C, D, E, F Sequence of Affect for Teacher and Child

Beginning of Feeding is defined here, as it is in FORE as the first
presentation of the main meal to the child. Food, such as a cookie,
which is being used to allay. hunger until the main meal begins, is not
considered part of the main meal. The "noment of presentation" coincides
with when the food 1s presented to child in a manner that is accessible.

‘End of Feeding is defined as the end of presentation of food to the child—-
solids or a solid-liquid combination (liquid is intermittently given
‘along with solids). 1If the teacher removes the food from the feeding
table “and then takes the child out of the table and gives him a bottle
(or a second bottle), the giving of a bottle is not the last presentation
of food. Thus, if the child is whining, or banging on the table, etc.,

when the 'meal" is over, but cheers up and gurgles when he gets the bottle,
the end-of ~feeding affect is rated 2/

C. Beginning of Feeding: Child Affect

1. happy

visible signs of pleasure or happiness (smile, laugh, gurgle, coo).

2. unhappy

Visible signs of unhappiness or unpleasure (cry, whine, whimper,
scowl; screams, hits, throws or otherwise cxpresses anger) .

3. neutral
No visible signs of pleasure or of unhappiness.

_In order to keep confusion to a minimum, the CORE definitions of affect
are used here for C-F. It is possible to give more than one rating,
however. ‘And, for the six-month old, the Observer can be more likeral

in interpreting 'visible signs of pleasure" than will be appropriate for
children of older ages.

*

D. Beginning of Feeding: Teacher Affect (see above, C)

1. happy
2. unhappy
3

. neutral

E. End of Feeding: Child Affect F. Fnd of Feeding: Teacher Affect

1.  happy 1. happy
2. unhappy 2. unhappy
3. neutral 3. neutral




e " SUPPLEMENT TO FOOD RECORD - page 6 : June 20, 1973

e G. Teacher's Pace/Tempo

1. Matdheg:i teacher matches her pace and.tempo to that of child.

Pace of teacher and child are synchronized. When child is eager
and ready for the food, she gives it to him. She allows time
for him to chew and swallow, and is ready with the next mouthful.
If he pauses to glance around the room, she pauses to let him.
She doesn't rush, stoke him like a furnace. She doesn't make
him sit and wait for the next mouthful while she does something
else (straighten up the table, wipe up, or some other chore, or
daydreams) . .

~

2. Mixed.

An in-between or contradictory-indicators category. Either the
teacher is in tune with the child some of the tire, vut .ot con—
sistently. Or, she may start of f in tune, but then some change
occurs and she shifts her behavior. (The change may result from
an action of the child's or some extraneous event, or she may
suddenly notice the time, or whatever). Or, she may start off
erractically and settle into a rhythm that seems more synchronized
with the child's. In the last case, if the early more erratic
part is very brief and the bulk of the feeding fits a roting

of 1/, rate 1/.

) . 3. WMismatch, dissonance: tempo and pace of teache: docs not match
' : that of child.

. Tez .er and child are out of phase with each other. 'She may be

‘ ' too slow for him, or too fast. Or, she may rush him and then keep-
him waiting. She may be feeding him the way she "thinks"
a child should be fed, or may be feeding him the way some other
child likes tq be fed. But between this teacher and this child
there is a lack of harmony, a misjudgment of the child's mood,
actions, tempo. :

\

H. Was .he feeding experience mutually satisfying for the child and
teacher, both in terms of how well they worked together in feeding
and how well they related to each other on a socigl level?

1. Satisfyin. : Teacher and child worked we
in the goal of feeding.
of social interaction (s
pleasurable, but did no

together and smoothly

ere was an optimal amount

ling, talking), which was
interfere with eating.

2. Neutral or Feeding was mebhanical,‘§w§ersonal, with very little

Mixed: social interaction of a pl asurable nature between
teacher and child. Or there was a mixture of
satisfying and unsatisfying aspects to the teacher-
child interaction during Y¥he noon meal.

/

3. Unsatisfying: Teacher and child were frequently in conflict in
regard to eating, with teacher attempting to force
child, who refused to eat. There was an atmosphere

Q of mutual frustrationm, tension, often punctuated by

[ERJf: ‘ scolding and crying.

AR




SUPPLEMENT TO FOOD RECORD — & MCNTHS OBSERVATION ‘ .

CHILD'S NAME ¥ . CHILD'S 1D NO.
(1-8

-

DATE OF CBSERVATION CBSERVATION CYCLE JRSTRVER'S INITIALS

, , : o )

4 CHECKLIST OF FEEDING SKIit.LS -
ORSERVED DURING LUNCH

INSTRUCTIONS: .nr.mnr 0.2 the Aom;«i:m vnxmin_.m..wrmo._:.‘om. Uw ao? m__nonm sn bagis of~ | INSTRUCTIONS: Check the aumbar ..M”.m.):‘.‘nn, PRET-RR L PN
infomation provided by teacher which is not owserver, i :

|
| A. LIGUIDS
1. 1 Drinks from bottle unassisted

2. 11 Drinks from cup or glass unassisted, with little spilling
3. 13 Pours liquids ‘rom container into cup or glass with fittle apilling -3
&
B. SOLIDS _ — c. 5. BEanniLG: TEACHER AFFECT L%
- ; - - i e
1. 71 Uses fingers for eating tabie food 1. - berry :
) ) | . I Herry
2. o Atempis tc use spoon, but reguires help 2. 1 Noutrs 5 - Moentral
3. 2 Fzeds himself using spoon, with little spilling 2. - Unhasoy 3. 5 Unhenpy
R Ce o o o2y G, U1 oRacppy
4. = Uses fork easily, if fnod is cut up - o 13) 4
. i [ )
5. 1 Uses table knife for spreading butter, jam, stc. = END: CiNLD AFFEOT _ E END: TEACHER AFFECT
. =. END: CelLD =25 . END:r TE ER AFFEC
1 :
s .cva . 1. 1 Happy 1o Hiaruy
i. BOTTLE , 2. BURPING o
2. U Neovtral ’ 2. o Neatral
1. 1 Given: teacher holds child N 1. o Yes _
3. 3 Unhaupy 3. .. Unharpy
2. 1 Given: child not held but teacher feeds 2. 13 No
, . v (1s) (16)
3. o Given: child not held/child holds bottle 3. 11 Not observed — .
3 : I G. TEACHKER S PACE H. MUTUAL SATISFACTION
4. o Given: bottle propped _ 1L Lictghes child's ._.,:
5. o Buottle giving not cbserved n o Mised 5 1y Neutral or mixed
e 19 (20) _ .
. 3. o Mismatch 2. o Dissatisfying
N e
YL C H
8/74 . . o )
. “ ‘ . (73 3,10 ;
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_‘ SUPPLEMENT TO FOOD RECORD MANUAL - 12 to 36 MONTHS OBSERVATION

T and II Checklist of Feeding Skills (see page 1)
A. Bottle (see page 2)

B. Pacifier

1. Used frequently

The child uses a pacifier during a good part of the day. He
has the pacifier in his mouth when engaged in play or social
activities, as well as during sleep/relaxing or feeding or
distress situation.

2. Used infrequently

The child occasionally uses a pacifier. He may put it in his
mouth when he is feeling distress or prior to eating or some
other time. He may only put it in his mouth for a minute or
so, or he may use it for a block of time, but it is not a
conctant occurrence.

3. Used for sleeping only

The child only uses the pacifier prior to sleep or while he is
resting, on bed/cot, etc.; during nap time.

4. Not observed

The child did nmot use a pacifier or the observer cdid not see
him use one.

1. Lunch situation

1. Sit-down lunch

The child. is seated while he eats all or most of his main meal.
He might be seated at a table or in a high chair/feeding tender,
or simply seated, e.g., in a chair or playpen. :

2. No sit—-down lunch

The child moves around while he eats all or most of his lunch.
g The child is not seated. :

=3, Mo Junch
The child is not given lunch or lunch is prazented and tho
child rejects it. In the larter case, the teacuer dnes notb

offer an alternative so the child does not eat lunch. A& bottle
alone is to be considered no lunch.

%*Tf 13, stop rating. c 0 13 3 }
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)

Who feeds meal -

1. Child feeds self most of meal

The child feeds himself most of the maju meal either with
utensils or his fingers. The teacher may give him an occa-
sional assist or may start him off on a food. If\there are a
number of different kinds of foods, she may even feed him one
of. them, e. g.,Soup.

2. Child feeds self some of meal

The chlla\feeds himself some of the main meal, and the teacher

. feeds him some. The child may take a spoonful of food, .
then the teacher may give him a spoonful, etc., or the acher
child

may entirely feed him a couple of the foods, while the
feeds hlmself the other foods. -

’
L

3. Teacher feeds chlld most of meal

. £

The teacher feeds the child most of the main meal. The child
may take an‘occasional spoonful or feed himself finger food, e.g.,
carrot sticks, cookies, crackers.

Group situation

Yes - Check yes, if the child is sitting down and eating with
another child or other children. Any person 12 years of age or
younger is to be considered another child. The children muy be
seated around a table or in individuzl high chairs/tenders, etc.
In the latter case, the chairs must be close enough to each other
so that our child can easily hear what the other child(ren) is
saying.

No - Check no, if the child is eating alone or with an adult, or
if the chairs are. placed at a distance from each other, maling

" communication difficult.

Atmosphere of lunch situation

1. Pleasant

Armosphere of lunch situation is harmoniovs, relaxed and
cheerful. There is minimal teachoer(s) - ~hild(ren) friction
or children-children friction. Lunch proceeds in a relaxed,
but somewhat organized manner. There is a general feeling of
enjoyment/friendliness among the participants.

- 3. Neutral

Lunch proceeds in a businesslike,bland, not very intercsting
manner. Nothing special happens. Teacher(s)and child(ren)
don't interact very much, either positively or nagatively.

66134
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1.

2.

SUPPLEMENT TO FOOD RECORD - 12 to 36 MONTHS ~ page 9 June 20, 1973

Unpleasant

The atmosphere of the lunch is discordant, tense, and/or
disorganized. There is tcacher(s) - child(ren) or child(ren)-
child(ren) friction, or conditions are chaotic (children
grabbing for food, TV-radio blaring, lots of jumping up and
down). .

5. Child focus

Primarily on eating

The child is primarily involved in eating. If any conversation
occurs, he may or may not attend or participate. He may occasion-
ally glance arourd the room or look at something else, but he

is focused on the eating process. :

Mixed
nixed i,

The child divides his attention between eating/conversation
and some other activity, e.g., listening to music, plaving
with a toy, watching TV, looking out the window, etc.

Primarilv on other activity

The child is primarily involved in an activity other than
eating. The child may not be hungry, or he may dislike the
foods which are being offered, or he may be more interested
in doing something else, e.g., watching an exciting part of a
TV program, a conflict between other children, sitting and
day-dreaming. Eating is secondary; the feeding process is
incidental. )

6. Child's enjoyment of lunch situation

1.

Fnjoys

He reacts with pleasure when lunch is announced, or whten the
food appears. The child eats with gusto. He deesn't have to
1ick his platter clean, but he should show enjoyment cf what he
does eat. ’

Consider the general quality of. the lunch situation. If it is
unpleasant and he is eating his food with pleasure, ccde 1.

Neutral
The child eats his food but doesn't give signs of enjcving it
especially. He doesn't look unhappy, but he doesn't show or

express any enthusiasm for the food.

Doesn't enjoy

The child cleanly does not enjoy the lunch situation. He may
pick at his foéod. He may resist being-fed. He may be very

G109
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. tired and noét interested in eating, or, lhe may not like any

. of the foods offered. He may get into a conflict with the
teacher or another child, (about the food, or about something
else). In short, he doesn't enjoy lunch.

7. Teacher present in meal situation

1. Most of time

The teacher 1s physically present in the meal situation. She

sits with the child or near the child during all or most of the

meal. She might also be standing and supervising the meal. The
" teacher may or may not be interacting with the child. y

\

2. Some of time

The teacher 1s present during some of the meal. She sits with
the child or sits/stands near him. During the time she is not
present, she may leave the room or she may go to another part of
the room and be focused on another activity. She is out of the
child's meal situation during this time.

*%3, Minimal

The teacher presents the meal, and then withdraws from the meal \
situation or only occasionally becomes a part of it. She may \
leave the room or she may be in a different part of the room.

" She is entirely or almost entirely out oi the child's meal
situation. o -

8. Teacher-child interaction

1. Teacher interacts with child most of time

The teacher interacts, verbally or non-verbally with the
child during most of the mezl. The interaction may be
related to the food and eating, or it may not be. The
interaction may be friendly, neutral or unfriendly.

3. Teacher interacts intermittently

The teacher interacts, verbally or non-verbally withithe
child during some of the meal. -She may be dividing her
attention between the sample child and another child(ren)

or she may only be present during some of the meal. As in %f
the above, the interaction may be friendly, unfri:ndly or N
neutral. '

5. Minimal interaction

The teacher is present in the meal situation at least part
of the time, but only occasionally or never intericts with
the child. !

1

4
**If 7-3, stop rating.

- 65136




SUPPLEMENT TO FOOD RECORD - 12 to: 36 MONTHS - page 11 October 17, 1973

9. Teacher's enrichment of lunch situation
. 1. Enriches

The teacher enriches lunch in a positive manner. She
facilitates the child's enjoyment of the lunch situation.
She uses lunch time as a social occasion as well as a time
for eating. She makes it a social occasion by promoting
peer-peer interaction or by her own interaction with the
child(ren). She may talk to the child about food and eating
or some other topic. She may put on a record as an accompa-
niment to lunch or have the child(ren) do something special
L at the beginning or at the end of lunch, e.g., sing a song.
She may play a game. (If she plays a game, it should enrich
the lunch situation, not interfere. (See below)

2. Doesn't enrich/interfere

The teacher uses lunchtime primarily as an occasion for
eating. She adds little beyond the necessary presentation
of food and reminders about eating, table manners, etc.
She engages in little conversation and/or does not promote
peer-peer conversation; she may even actively discourage
social exchange, evg., ''Stop talking and eat."

3. Interferes

The teacher introduces an activity which interferes with
eating and/or overstimulates the child(ren). The child
becomes so engaged with the activity that he winds up
eating very little of his food .

e OR
The child(ren) initiates an overstimulating game and she
doesn't redirect him (them).

3,

10. Teacher'sfgggponsiveness to child's cues

1. Responsive

In rating the teacher as responsive, the teacher does not

have to respondAin all the ways listed below. The way in

which she responds will depend upon the child's level of

development, his personality and his state. In other words,
depending upon the cues the child exhibits, she may be rated

as responsive, if she does some of the following in conjunction

with his cues.

Lunch is presented soon after the child is 'set-up" for it,
e.g., seated at a table, in a high-chair, etc. If the child
indicates that he is hungry, she may let him have a cracker or

. some other finger food prior to the main meal. If he seems
tired, she may feed him a little earlier than usual or feed
him part of the meal, even though he is able to feed himself.

If she is feeding more than one child, the sample child is not
made to wait too long for each mouthful. (Note: Use the child's
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cues -~ fidgeting, irritability, etc. - to determine if it's
too long). She distributes her time fairly. She does not
make our child sit there and watch another child eat, when
he, himself is hungry.

She is sensitive to his interest in feeding himself. She
works out compromises vhich enable him to both eat the food
and at the same time partiﬁipate in feeding. TFor example,

if he grabs for the spoon, she lets him attempt to feed
himself a few spoonsful, or she gives him another spoon. If
he wants to drink his milk/juice by himself, she lets him try
while giving him as much assistance as he needs.

She encourages him to eat everything, but forcas him to eat \
nothing. If the child rejects a food, after being encouraged,
she accepts his rejection, \

She expects ‘a certain amount of spillage. She doesn't stand |
over the child with a wash-cloth in her hand. She dcesn't
make him miserable if his aim is less than perfect and he
makes some mess. :

She occasionally suggjsts to the child ways to master the

skill of feeding, e.g., holding the spoon straight, keeping
the plate as close as\possible, etc. When she makes these
suggestions, her tone is friendly.

Mixed
If the teacher does some of the things listed under 1, and

some of the things listed under 5, code 3. For example, she
does not make the child wait too long for food, she encourages

" his efforts to fecd himself, but she doesn't get ups -t by

spillage, and she forces him to eat one food.

Unresponsive

In rating the teacher as unresponsive, the teacher dues not
have to respond (or fail to respond) in all the ways listed
below. Her unresponsiveness will depend, to a great extent,
upon the cues which the child exhibits. She may be rated as
unresponsive, if she does some of the following in cenjunciion
with the relevant cues.

The child may be made to wait for some time before lunch is pre-
sented. The teacher may be dictatorial even before lunch
begins, e.g., while the child waits, he must place his hands

on his lap rather than on the table.

The teacher may not make allowance for the_state of the chiild.
For example, if he is tired, she may not assist him; if he is
hungry, she may not prescnt finger food prior to the main meal.

If she is feeding the child, she may make him wait tco long for
each spoonful, as indicated by the child becoming irritable,
fidgety. She may be distracted or attending to too m.ny children.
She may divide her attention unfairly, so that our ch’'ld gets
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less attention than another.

She may ignore or actively discourage his attempts to feced
himself. If he grabs for the spoon, she may not let him
hold it or she may not even notice that he wants Lo hold it.
Conversely, she may let him try, but if he is unable to do
it, she may become adamant and not let him try again.

She may become upset when he spills food. She may constantly
be wiping food off him, or she may make devogatory comments
about his table manners. She may correct him in an unfriendly,
;) impatient manner.

She may fail to-encourage him to eat, if he is not eating or
to give him the éésistunce he needs in order to eat. On the
other hand, she may force him to eat som ing he dislikes or
insist that '2 eat everything on the plite. She may try to
make unfair bargains with him, e.g., eat the green beans, then
you can have the drssert, when it is obvicus that the child
hates the green beans. In short, she may not consider the
child's food preferences. :

She may introduce activities which interfere with the child's
eating and/or which overstimulates the child.




wcnmrmr‘_mz.ﬁ TO FOCD RECORD-12 TO 36 KON

THS OBSERVATION

. e/74
CHILD’S NAME C ) CH!ILD'S L.D. NO. :
(1-6)
...WJ.,_..N OF OBSERVATION : OBSERVATICN CYILE DSHSERVER'Z INITIALS
_ ) i
CHECKLIST OF FEEDING SKILLS :  AATING OF TEACHER AND CHILD ~re LUNG :
OBSERVED DURING LUNCH ' 1G OF TEACKER AV CHIL DUANG LUNCH m
: —- - - s ey : -
l. LIGUIDS . h 1. LUNCH SITUATION ' 7. TEACHER PRESENT ¢ HEAL SITUATION
(8) 1.0 Drinks from bottle unassisted (13) 1. n:-o.os: hurch 1 (19) 1Moot of :n,‘o
2. i Drinks from cup or glass unassisted with 2. 1 No sit-dun funch ” t of Yiae
little spilting * 3. aNo fvnch ' .
3. 13 Pours liquias from container into cup of ;
glass with little spilling 2. WHO FEEDS MEAL i LD LITERACTICH
. (14) 1. Child feedz solf moct of meal imtrracis witn cbals most of
1. SOLIDS 2.2 Cnild feeds seif some of weal "
(10) 1. 5 Uses iingers for eating table food 3. 0 Teacher feads chitu most of meal .
2. Atte st to use spoon, but amnE_mm heig : 3.2 Teochor internsts intonnittontly =
3. <1 Feedds ainsel! using speon, with ! 3. GROUP SITUATIOHN ‘ 4, =
littte spilting e (15) t.uYes .w 5. 2 intoraction al
4. 1 Uses forx easily, if food is cut up . 2.2 Ns ] ' ruw
5. 03 Uses table knife for spreading butter, < .9, TEACHER'S ENRICHMENT OF LUKCH
jam, ste. 4 szoQE 1ZR m 3F LUNCH SITUATION C T :
(16) 1.3 Pleass m ;
A. BOTTLE 2. . i
{11)1. 1 Given: teacher holds child 3. i Neutra!
2.~ Given: child not held but teacher feeds Aot :
3.:1 Given: ciild not held/ chiid holds bottie 3. 2 Unnleazant i 0. TEACHER'S PESPCHSIVENESS TC CHILD'S
4. 73 Givey: bettie prepped cuss
5. 73 Not cbserved 5, CHiLD FCCUs { (220 1. Ruesonsive to child's sucs
{ ...v 4. 11 Frimarily on eating 2.
8. PACIFIER 2. 5
(12) 1. 21 Usad fregoently 3. 3 Primrnily on other activily ! 4. =
2. 7 Used infrequently 5. 1 Unrecponsive
3.1 Used for slecping only 6. CHILD'S ENJOYMENT OF LUNCH SITUATION
T i N ’ {18 1oy s
4. 3 Not observed $18) M B Enjoys .
3. Nexstral
4. 1]
, g, Dogan't enjoy
}
* [, 1.3, stop rating
¥+ £ 7.3, do not r2te 8, 9, or 10 ' «
A7) 4 wmsem l
. . . :
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New York City Infant Day Care Study

¢ CHECKLIST OF TEACHER—-CHILD INTERACTION:CONTROL 8/74
JCRILD'S NAME CHILD'S 1D NO. ‘
— . (1-6)
ATE OF OBSERVATION a . OBSERVATION CYCLE OBSERVER'S INITIALS
: _(7-12) (13),
e e 1ST _CONTROL ISSUE
(15) TIME 0 AM o PM = || B. TEACHER'S CONTROL TECHNIQUES+ C. OUTCOME PATTERN 1

o PM
A. CONTROL ISSUE.
16) 1, O Teacher refuses child's request or demand
2. O Teacher limits child's choice play
materials, play area, activity or behavior
O Verbal conflict with peer
U Exhibition of wild, noisy or disruptive
behavior .
5. = Verbal or physical aggression to adult
6. o Destruction of play material or other
equipment
7. 0 Physical conflict with peer
8. = Potential danger situation to either self
or pecr

3.
4,

A,

t

(19) 1. o Gives Reasons
2. o0 Praises
3. o0 Promises, rewards
4. g Diverts, distracts
5. 1 Asks, tells
6. 3 Physically restrains, removes
7.0 Threatens, screams
8. o Punishes ~ isolates, deprives
9. O Denigrates, shames
O.a Punishes — hits, spanks shakes
X.O ~No response

(20) 1. 0 Immedi ate compliance _

2. o0 Compliance after teachdr persists

3. T Unknown=8bs. periodénds while

,.,/ teacher is ummmmm::c\

4 1 Teather intefvenes after misbehavior has

*oqom or punishment
6. 1 Non-compliance — teacher gives up

D. AFFECTIVE QUALITY OF _z._.mmo:b.zom
{21) 1. o0 Warm, friendly

2.0

3. & Neutral

4, o

5. 3 Stormy, bitter conflict

% forces compliance through physical

'2ND  CONTROL ISSUE

P T ——

(22) TIME 3 >Z a PM
A. CONTROL iSSUE
(23) 1. 3 Teacher refuses child’s request or dem:ad
2. 0 Teacher limits child's choice play
materials, play area, activity or hehavior
3.  Verbal conflict with peer
4. 0 Exhibition of witd, noisy or disruptive
behavior
5. o Verbal or physical aggression to adult
6. o Destruction of play material or other
equipment
'7. a Physical conflict with peer
3. o Potential danger situation to either self
or peer

8. TEACHER’S CONTROL TECHNIQUES*
(26) 1. 0 Gives Reasons
2. 0 Praises
3. o Promises, rewards
4. O Diverts, distracts
5. 0 Asks, tells
6. o0 Physically restrains, removes
7.0 Threatens, screams
8. 0 Punishes — isol ates, deprives
9. o Denigrates, shames
0.0 Punishes — hits, spanks, shakes
X.o No response

C. OUTCOME PATTERN
(27) 1. o immediate Compliance
2. g Compliance after teacher persists
3. o Unknown—0Obs. period ends while
teacher is persisting
4. 0 Teacher intervenes after misbshavior has
ended
5. O.Teacher forces compliance 58:9: + b
physical force or punishment
6. o Non~compliance — teacher gives up

D. AFFECTIVE QUALITY OF INTERCHANGE
(28) 1. Warm, friendly

2.0

3. o Neutral .

4.0

5. o Stormy, bitter conflict

———

O

‘!c_zw_o Code

(75) 7 _(80)

Aruitoxt provided by Eic:
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April 4, 1974

CHECKLISTS OF TEACHER-CHILD INTERACTION: LEARNING, CONTROL LANGUAGE
(12 to 36 month observations)

MANUALS

General Introduction and Procedure

The Checklists of Teacher—-Child Interaction are designed to give
us more detailed information than we obtain im CORE, about how teacher
‘and child interact. We have chosen three areas of behavior for a more
"in depth" study: behavior during learning, behavior in control situations
and language.

The observer completes the Checklists on the same day in which CORE
data is collected. The Checklists are used when the child is 12, 18, 27,
and 36 months of age. They are based upon observations of the teacher(s)
interacting with the sample child in the child's setting-center, day care
home oOT home.

The time schedule to be followed in collecting observational data for
the Checklists is as follows:

1. Checklist observation periods start fifteen minutes after the
beginning of the designated CORE period, i.e., 10:15, 10:45,
11:15, etc., and last for fifteen minutes, i.e., 10:15 - 10:30,
10:45 - 11:00, etc. s '

2. The observer is to look for a maximum of tem minutes within
this period. A five minute recording period follows the ten
minutes of observation. If a learning, control or language
interaction occurs after ten minutes, the observer does not
record it.

3. As soon as a learning, control or language interaction occurs, the
observer begins her assessment. The interaction is to be followed
through to its termination, provided it takes no longer than the
alloted 10 minutes 'watching' period. If this time has expired
before the interaction is concluded, the observer records as much
as she has seen.

4. The Language Checklist can be based upon teacher and child language
during a learning interaction or a control interaction or interaction
in neither of these contexts. If it is based upon language during
learning or control, the checklist is to be completed, after the
observer has filled out the Learning Checklist or Control Checklist.

5. During a given observational period, one learning, one control, and
one language can be recorded, as long as thay have occured before
the ten minute "watching" period has passed. Therefore, :if learning,
control and language occur within the 10 minute period, record all
three. However, do not record more than one of each type during a
separate observational period. For example, io not record two
controls during an observational period; or if language is used
during both learning and control, only record one instance of
language. In all cases, record the first amd do not record the
second inmstance.

/ ‘ 00144
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o ' CHECKLIST OF TEACHER-CHILD INTERACTION - LEARNING - April 4, 1974
l ‘ CONTROL, LANGUAGE (12 to 36 month observation) - page 2

6. Each Control Checklist must be based upon observations from
different observational periods. Each Learning Checklist
must.be based upon observations from different observational
periods. Each language must be based upon observations from
different observational periods. '

9. The choice of which interaction assessment to make 1s determined
by what occurs first during the observation period. However,
as soon as two Control Checklists or two Learning Checklists or
two Language Checklists have been completed, the rest of the
observational periods should be used to look for two instances
of the others. '

8. The observer tries to obtain two Control Checklists, two
Learning Checklists and two Language Checklists over the
- course of the day. In some settings, however, two instances
of control or two instances of ljearning or two instances of
language may not occur during the assigned observation
periods. The observer then obtains what she can.

9. 1If the observer has to go back to the setting on another day
to collect the required number of CORES for the sample child,
she can then try to obtain any Checklists which have not been
completed.

SO
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July 9, 1973

CHECKLIST OF TEACHER-CHILD INTERACTiON: LEARNING
: (12 to 36 month observations) :

MANUAL

Introduction ’ \

1. The kinds of interactions to be recorded \\

The checklist of Teacher-Child Interaction: Lea ing assess what
occurs between teacher and child in learning situatio Although
we recognize that the child learms ¥ great deal from simply observing
the people in his envir.ament and from interacting on his own with the
objects around him, for the purposes of this Checklist, w will only
observe learning as it occurs in active interaction with the teacher.

Active interaction means that something overt happens between the
child and teacher, above and beyond one person watching the other.
Either the child or teacher communicates, verbally or non—-verbally
with the other, and then they partake in one of the activities:defined
in the K or L column of CORE (Didactic or Non-didactic teaching). Any
commumication or activity which does not fall imto the K or L colum
of CORE is not to be recorded. The interaction begins as soon as the
"invitation" is tendered. Record interactions in which the "invitation"
is accepted. Do not record interactions in which the "ynvitation" is not
accepted. For example, the teacher asks the child to play ball, and the
child does not respond. Record interactions which center around play.
Record interactions which involve the exchange of information. Record
interactions which center around routine care if the teacher encourages
the child to help himself. Do not record interactions involving Just
comforting, or interactions in which the teacher only attempts to control
or discipline the child.

1f a control issue arises during a learning interaction, do not code
for control; just code for learning. It may not always be clear whether
a teacher is teaching a child or controlling him. 1f the observer is in -
doubt, she should code under jearning rather than control.

Examples of interactions to be coded

~a. Teacher corrects child's languége
b. Child asks teacher a question and teacher imparts information.

c. Child shows teacher how he zippered up his jacket and teacher
praises him.

d. Teacher shows child how to play a game or use a material.

e. Teacher and child play ball together, i.e., they participate
in play on a peer level.

f. Teacher questions child to gain evidence of child's understanding.

GOid6




CHECKLIST OF TEACHER-CHILD INTERACTION: LEARNING - page 2 June 25, 1973

Exclusions:

b.

Interactions which involve control issues only.

Interactions which involve the giving of routine information,
e.g., Child asks teacher,''where ball?" and teacher says, "There'';
teacher informs child that she is going into the next room, etc.

Interactions which involve greetings/fardwells and nothing
further. The teacher 1is not "teaching” the child to say, hello,
goodbye, etc.

Interactions around routine care, where teacher is not encouraging
child to help himself; teacher is totally doing it for child, e.g.,
putting on his jacket.

child has a falling out witﬁ another child and comes to teacher
for comfort. Teacher hugs or kisses child but does or says
nothing further.

2. The end of the interaction

The interaction ends as soon as either the teacher or child
leaves the situation. If another learning interaction occurs before
the observational "watching" time has Tun out, the observer would not
record it.

=g}
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CHECKLIST OF TEACHER-CHILD INTERACTION: LEARNING - 3 June 22, 1973

A. Who

This pertains to whether the teacher is giving the child
individual attention or giving the child attention as a member of a
3 group.

R TUUPRNY YRS S WY B PR S AN

1. 1 -1
The child is in a one-to-one interaction with the teacher. .

Examples: v ~—

A a. Child and teacher alone. There are no other children
with them as they interact.

o b. Child and teacher in a group. Other children are present,
but the teacher is directing her attention to our child,

_ or our child requests and receives attention from the

" teacker. For example, the children are seated at a table

stringing beads; the teacher is showiﬁg our child how to

do it.

Exclusion:

a. Do not code A-1 if the child is relating to the teacher
as a member of a group, but has not received individual
attention f£rom her. :

Ly

4 2, Teacher/more than one

] The child is relating to the teacher as a group member; he is not
{ receiving individual attention from her.

Examples:

a. Our child and other children are listening to the teacher
tell a story. .

I

i b, The teacher, our child and other children play a circle
' game.

"Exclusion:

e

a. Our child is sitting with other children and the teacher's
attention is focused on one of those children.

! 3. Mixed

During the course of the interaction, part of the time the
child receives individual attention from the teacher, while the rest
of the time he interacts with the teacher as a member of a group.
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CHECKLIST OF TEACHER-CHILD INTERACTION: LEARNING - 4 June 22, 1973

B. Which teacher(s)

This pertains to which teacher(s) the child is interacting
with.

1If the child is interacting with two teachers during the
activity, check T. 1 and T. 2. If the child is interacting with three

teachers, check all three boxes.

Space has been provided for the recording of as many as three
teachers. If more than three teachers are involved, focus upon the three
who are interacting most with the child.

C. Length of interaction

This pertains to the amount of time the teacher and child
interacted. Check the appropriate bex. Scan your stopwatch to determine
the amount of time.

D. Who chooses activity

This pertains to who chooses the activity. It does not pertain
to who initiates the interactiom, since the same person may not do both.

1. Child

The child chooses the activity and the teacher relates to that
activity during most of the jnteraction. When she begins to relate to
the child, she does not change the activity category (see below for
activity categories), or the child spontaneously joins an activity in
which the teacher is already engaged. He is mnot asked to join in.

Examples:

a. The child is rolling a ball. The teacher joins him and
they play a game of Tolling the ball.

b. The child approaches the teacher. The teacher suggests that
the child find a toy with which they can play. The child
finds a toy and they play with it together.

c. The teacher is putting blocks om the shelf. The child
*spontaneously helps her.

Exclusion: L

a. The child is stacking blocks. The teacher approaches
the child and asks him to imitate her as she counts them.

2,  Teacher

" The teacher initiates the activity or changes the child's
activity so it falls into a different activity category.

1‘ COidY
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In such an instance, the observer would check under concept formation/
classification/abstract information, rather than exploration.

The observer only checks the dominamt activity, the teacher
emphasizes, that is, the activity upon which she is most focused. For
example, the child is in the rocking-boat, rocking with minimal help
from the teacher; at the same time, they are singing, '"Row, Row, Row
Your Boat." The observer would check expressive, rather than gross motor.

In short, the activities section is not to be multiply coded.
Purthermore, 1f the teacher or child introduces a second activity after
finishing with, or losing interest in the first, we will not record
anything about the second activity. For example, the teacher and child
are looking at a book; the child gets up, pulls her by the hand and leads
her to the hobby horse; the teacher puts the child on the hobby horse.
The observer would . .ly check language teachimg, and fill out the other
sections of the checklist according to what oeccurred during language
teaching.

1. Self-help

The activity centers around teaching or encouraging the child
to act independently in the areas of .feeding, toileting, cleaning, dressing |
and care of play materials.

Examples:

a. It's snack time. The teacher shows the child how to pour
his oim Juice. :

b. The teacher encourages the child to use the potty.

c. The child is working én a button (or zipper or lacing)
frame or dressing the Dapper Dan/Dressy Bessy clothing
doll; the teacher assists him.

d. The acti;ity is putting the toys back on the shelves before
going out to play. The child puts some blocks on the shelf
and the teacher responds positively. )

Exclusions:
a. The child is investigating the contents of a drawer.
He is pulling things out and putting them back in.
Record such .activities under exploration in contrast
to d. above.

ke

-

b. The teacher is doing something for the child. She doesn't
show him he - z0 do it or encourage him to do it. Do not
code such . ‘.teraction on this checklist.

2. Exploration

The activity centers around the ménipulation of material or .
materials. The material may be manipulative or auditory manipulative.
-~ Y& may be a fluid or flexible material such as water or clay.

.. (oot
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The child may be simply holding, bangirng, feeling, shaking,
moving, etc., an object or he may be manipulating one object in re) tion
to another.

'The child is finding out about objects and discovering what
he can do with them, or the child is having a semsory experience.

The child is not manipulating material as a means to an end.
He is not in the process of making a product, nor is he ordering or
grouping the materials.
v
Examples:

a. The child is engaged in a push—pull activity. The object"
he is manipulating is small. He is primarily using his
hands. The teacher pushes it back and for;h to him.

b. The child is turning the pages of a book. He is not
focusing on the pictures in the book. He is focused
on turning pages, turning the book around, feeling the
paper, etc. The teacher talks to him about what he is
doing.

c. The child is learning how to string beads. The teacher
suggests strategies for approaching the problem, e.g.,
pull the string all the way through the hole, etc.

d. The child is banging on an xylophone. The teacher is
helping him learn how to hold the stick and to coordinate
his movements. She does not focus upon his making music.

e. The child is playing with the rack+a-stack. He makes no
effort to order the rings. He is learning how to put
rings on sticks, and this is what the teacher focuses
upon.

£. The child is playing with sets of material such as the
- nesting cups/nesting barrels. He makes no effort to
order them, e.g., he lines the cups up in a random
manner or just opens and closes the barrels; nor does
the teacher encourage him to order them.

g. The teacher and child play hide—ahd-seek with objects.
h. The child and teacher engage in mirror play.

{. The child is trying to shake a mobile. The teacher
encourages him,

j. The teacher readjusts a hand puppet, so it\fits on the
child's hand. She explains to him how he must hnld it.

\
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Exclusions:

-3 a. The child is stacking blocks. The teacher assists him.
e ] : Although his primary concern may be to get one block

j ’ on top of another, rather than make a product, the

i teacher's emphasis is upon the product, e.g., "let's

i , build a house; we can make a house with the blocks', etc.
'; Check the activity as creative/constructive.

b. The child is using a crayon. Although he may still be -
in the stage where he 1s just learning to use a crayon,
the teacher emphasizes how he is making a picture.

) Check the activity as creative/constructive.

c. The teacher demonstrates how hand~-puppets are used.
. _ - She acts out a little 'play" with the puppet. Check
i the activity as role/dramatic play.

3. Gross motor

The child is engaged in large muscle activity which involves
the movement of his total body in space. The gross motor activity is
the primary activity; it is not a means to an end. It plays a dominant,
and not a secondary role, and it is what the teacher is stressing. The
teacher encourages or facilitates the activity.

Examples:

a. The teacher encourages the child to walk by putting out
her hands. :

4
b
i

]

b. The child reaches out to the teacher, as he goes up the
slide steps. The teacher holds his hand.

c. The children have a race.

d. The child is pushing and pulling an object as he walks.
The teacher encourages him.

i

e. The teacher is pushing the child on the swing.

Exclusions:

PEERTTET I EEIIIRIAEY- STOR Wvese gap VECRR YL LA S S

a. The teacher encourages the child to approach her and
play a game. The child crawls to her and they play.

b. The child and the teacher are dancing. Record such
activities under expressive play.

a2

c. The teacher and children are imitating different movements
made by animals. Record such activities under role/dramatic
play. -

Ghiod
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4, Creative/construction

The activity centers around the child making a product or
the teacher is emphasizing how the child is making a product. It is
exemplified by the following activities:

Examples:

a. The child paints a picture, makes a drawlng, or scribbles
on a page and the teacher calls it a drawing.

b. The child makes a collage.
c. The child pastes pictures in his "own book."
d. The child makes an object out of clay.

e. The child builds a house, garage, landing place, etc.,

out of blocks, or the teacher talks about how they are
making some product. '

f. The child constructs an object with tinker toy pieces,

translucent plastic shapes, pipe cleaners, pieces of
wood, beads, etc. '

' Exclusions:

a. The child stacks blocks, scribbles, etc., and the
j teacher participates. The teacher does not emphasize
that they are making a product. She is focused on
assisting him in gaining the skill.

5. Exgressive

The activity centers around the child expressing himself through
dance and music. There is no product involved.

v

Examgles:

a. The teacher and children are dancing.

b. The child is playing a musical instrument somewhat in
time to the music. He is able to manipulate the instrument.
He is not learning how to hold it, nor is the teacher
showing him how to hold it. He is expressing himself
as he plays. ’ ‘

¢. The children are listening to music. They are expressing
the way the music makes them feel by drawing on paper.
The teacher is focused upon having the children respond
to the music through use of another media.

d. The children are singing a song which they already know.

CO1Lo9
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Exclusions:

a. The children are learning to sing'a song or listening
to a song. Record such activities under language teaching.

b. The children are imitating the movement madé by different
- animals. Record such activities under role/dramatic play.

6. Social-affective play

The ‘teacher and child ar¥ focused on each other. The teacher
is not trying to teach the child a skill. Materials are not involved or
if they are, they play a minor part. The emphasis is on pleasure and fun.

Examples:

a. The teacher and child are making "fummy faces" at each
other.

b. The teacher and child are mimicking each other for the
fun of it. .

c. The teacher and child are playfully teasing each other.
d. The teacher and child are hugging and kissing.

e. The teacher and child are playing a game of peek-a-boo or
- some other social game they have devised.

7. Role/dramatic play

The activity centers around the expression of imagination and
fantasy. The teacher encourages, or responds when the child pretends
to be something or someone else, or pretends that objects are something
else. The child dramatizes his behavior; he creates a '"play" in which
he has one of the parts.

The role/dramatic play can be short and fleeting: the child
does one or two actions or says one or two phrases to which the teacher
responds, or it can be elaborated or extended: the child may act out a
long sequence. ‘

The activity can be done with or without materials.

Examples:

a. The child rocks the doll. The teacher says, ''That baby is
sleepy."

b. The teacher puts a "cape" on the child and tells the child,
he is "Superman."

COLo6
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c. The child puts a cup to the stuffed animal's mouth and
pretends to feed it. The teacher participates.

d. The child rocks on the rocking-horse and says, "Giddy-up."
The teacher says, "0.K., cowboy."

e. The child pours some beads in a box, mixes them up, and

says he is making cookies. The teacher asks if she can
taste one.

f. The child pushes the car along the floor and says, "Beep,
beep, zoom,”" and the teacher says, "Watch out for the
other cars."”

Exclusiorn:

a. The teacher responds to the child's expressions of
imagination and fantasy with factual statements. She
does not participate in oxr encourage the child's make-
believe behavior. For example, the child pretends he
4s a horse and the teacher tells the child about horses.

8. Language teaching

o

The interaction centers around developing the child's language.
Objects or pictures are named, the teacher corrects the child's language;
the child listens to a story/song/nursery rhyme, or learns a song/nursery
rhyme; the teacher and the child converse and the conversation is the
primary activity with an emphasis on the purely social, pleasurable
aspects of two people talking to one another; the conversation or

discourse is more than a sentence or two. The conversation may be one-
sided.

Examples:

a. The teacher prompts a non-verbal response, e.g., she and
the child are looking through a bock. She asks the child
to point to the ball, house, train, etc.

b. The teacher provides labels or models how something is
said, e.g., she points to the child's shoes and says,
"Shoes;" she says the line of a nursery rhyme and has
the child repeat it.

c. The teacher corrects the child's language (pronunciation,
grammar, incorrect label), or reinforces what the child
says, e.g., the child says, "cup," and she says, 'Yes,
that's a cup." She corrects his non-verbal identification
response, e.g., he points to the cat, when she asked him
to show her the dog, and she corrects him.

=
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objects, such as, size, shape, texture, weight, hardness-softness, color,

- The child is learning how to group things into categories.
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d. The teacher tells the child a story or reads a story
to him. (Even if the story gives abstract information/'
explains concepts, etc., record the activity under
language teaching). ‘

e. The teacher talks to the child about his upcoming

birthday party, a visit that has just been taken to
the zoo, etc.

Exclusions:

a. The teacher and the child are singing a counting or
alphabet song. Record under school-oriented activity.

b. The teacher is using a book to teach the child the

alphabet or numbers. Record under school-oriented
activity.

c. The teacher is not focused upon naming objects or
actions. She mentions the names of objects or actions
in passing. Her "naming" is secondary to another activity.
She uses language but she is not teaching it.

9. Concept teaching/classification/abstract information

The activity centers around the learning of concepts. The teache
or the material being used, emphasizes some dimensions or qualities of

etc. The teacher clearly indicates by what she says and/or does that

she is teaching one of these dimensions as a concept. In other words, she
must provide more than a single instance of the concept, e.g., this is

a red book. She must suggest to the child through words and/or objects
that the dimension or quality is generalizable, e.g., the book is red, .
my sweater is red, many things are the color red, etc., and/or is different
from other dimensions or qualities. Or, the child tries to use the '

material as it was designed to be used, e.g., puzzles, formboxes, etc.

The activity centers around classifying things in the world.

" The teacher gives the_child abstract ipformation which has no
ijmmediate practical interest to the child. This may be spontaneously
offered by the teacher or in response to a question from the child.

Examples:

a. The child is putting the form blocks in the different
shape holes. The teacher assists him.

b. The child is attempting to order the nesting cups/barrels,
rings on the tack-a-stack, pegs omn the graduates peg
board, etc., and the teacher encourages him to order them.

Chia8
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c. The child is doing a puzzle.

d. The child is engaged in matching pictures in the Lotto
- game, colors in the Balloon game, etc.

e. The teacher and child are playing catch with two different
size balls. The teacher emphasizes that one ball is big
and the other ball is little. She talks about how some
objects are big and some are little.

‘ f. The child is sortirg/grouping objects according to kind,
e.g., the teacher and the child select out all the animals
from an array of objects.

g. The child is sorting/grouping objects along a dimension,
- e.g., "Let's find all the round blocks; the blocks that
look like this." ‘

Py h. The child is sorting/grouping objects according to usage,
; e.g., the child selects out all the things we use when we
‘ eat from an array of objects.

! i. The teacher tells the children after they have put on their
i : coats, that we always wear our coats on cold days, so we
. stay warm.

Exclusions:
a. The child is given abstract information or concep’

information in a story the teacher is reading or _1ling.
Record such activities under language teaching.

g b. The teacher provides a single instance of a concept. She
4 : points to and names the circle block. Record such an
interaction under language teaching.

"10. School-oriented

The activity centers arocund learning the alphabet or numbers.
The teacher emphasizes counting or letters.

Examples:

i o £ s R gt e e

a. The teacher has the child copy letters.
The teacher zsks the child to count objects.

c. The teacher reads from an alphabet or counting book.

e it skl
o
.

] d. The teacher teaches the Alphabet or Counting song.

GGio9
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11. Social rules

The teacher is imparting gsocial rules to the child. The teacher
states the rule, with or without explanation. The teacher doesn't give
the rule in the context of a control issue, e.8., the child hits another
child and the teacher imparts a rule. :

.Examgles:

a. The teacher imparts a rule about routines, €.ge» ‘'We always
wash our hands before we eat."

b. The teacher imparts a rule about relating to others, €.8«,
"Say hello to people when they come in the room."

Exclusion:

a. The teacher imparts a rule about social manﬁers, e.g., she
hands the child an orange and says, '"What do you say?" Code
such instances under Language.

b}. The teacher gives a rule in the context of a control issue.

_ F. Teacher techniques

*

This pertains to the kinds of techniques used by the teacﬁer,’
when she is teaching the child how to do something or facilitating an
activity in which the child is engaged.

For each activity, the observer codes every technique the
teacher uses; multiple-coding is Eermitted. However , during an activity,
{f the teacher uses a specific technique more than once, the observer
only codes it once.

1. Orients
The teacher tells the child what the activity i{s about, or how

to go about doing the activity, before he actually begins to do it. The
teacher prepares the child for the activity or gome major part of 1it,

by talking about it.

Examples:

a. The activity is pasting pictures on paper. The teacher
explains to the child that he is to put a 1ittle bit of
paste on his finger, rub it onto the paper, then place

the picture on top of where he has rubbed the paste.

b. The children are having a "race'. The teacher tells them
that when she says, “peady, set, go," they are to run to her.

¢o
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Exclusions®

a. The teacher gives the child information while he is-
engaged in the activity. :

b. The teacher demonstrates how to do the activity, but
doesn't talk about what she is doing.

2. Demonstrates,

The teacher shows the chiEﬁ how to do some part, or all of an
activity by doing it heiself; this includes both verbal and non-verbal
activities; the teacher provides the child with a model of how something
is done or said, and then encourages the child to imitate her. '

Examples:
a. The teacher demonstrates how to open and close a box.

b. The teacher teaches the child a nursery rhyme by having
him repeat what she says.

c. The child is trying to take the top off a can of beads.
He hands it to the teacher and says, "Do". The teacher
says, ""You want me to take the top off," and provides
the child with a model of how something is saild.

d. The teacher corrects the child's pronunciation of a word
(‘banana, not manana'), or corrects his grammar (e.g., the
child says, "'It's mines" and the teacher corrects him,
"It's mine.") .

Exclusions:

a. The teacher does something, but does not encourage the
child to imitate her. She is doing it for the child.

b. The teacher tells the child the names of objects or corrects
him 1f he uses an incorrect name. Such instances are
coded as gives information. i

3. Informs

. _The teacher gives information to the child while the activity
is going on. She might tell the child the names of the objects he is
using. She might correct the child if he makes an incorrect statement
or does something incorrectly. She might give the child the reasons for
doing the activity. She might impart abstract information which relates
to the activity but has no immediate or practical use. She might answer
‘the child's questions.

G161
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Examples:

a. The teacher says, "This is a crayon."

b, The teacher corrects the child. The child says, "See the
: cat;" the teacher says, "No, it's a dog." The child tries
to stack a little nesting cup on top of a bigger one.

The teacher says, "That cup is too little."

¢c. The teacher is showing the child how to put on his shoes.
She says, "When we go outside, we wear our shoes."

- d. The child points to an umbrella and says, "What's that?"
and the teacher tells him.

4. Sugpests strategy

The teacher gives the child practical information or makes
practical suggestions so the child can accomplish an activity. She
suggests strategies to the child which potentially may enable him to
overcome the particular difficulty he is having. She indicates ways of
approaching the difficulty which the child can apply later to similar
activities or the same activity.

Exaggles:

a. The child is trying to "write" on a plece of paper.
Fach time he makes a mark, the paper moves. The teacher
suggests that he hold the paper down when he is writing.

b. The child is holding a puzzle piece upside down and trying
to push it into its hole. The teacher says, 'Turn it
around. If a piece doesn't fit, turn it around and
maybe it will fit then."

¢. The child must climb up a low rise in order to reach a
slide. The place where the child is climbing is too high
for the child. The teacher suggests to the child that
he come around to another place where the rise is even
lowver. ‘

5. Assists/participates

The teacher does part of the activity for the child, or physically
assists the child, or actively participates in the activity.

Examples

a. The teacher hooks the zippur on the child's jacket
and the child zips it up.

b. The child is climbing up a low rise. The teacher gives
him her hand as he takes the last few steps. -

-~
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to learn how to turn the dial on
The teacher puts her hand over
urn the dial together.

¢. The child is trying
the toy telephone.
the child's, and they t

e puzzle piece right near its

d. The teacher puts th
e child simply has to push it in.

correct hole, so th

all to each other,

The teacher and child push a b
on an equal basis.

_ participating in the activity

i m——lh

i B
: £. The teacher and chﬁgd are making something together,

e.g.+, 1 house out of blocks.

6. Extends activity

' ) o The teacher modifies and/or enriches the activity, so that the
activity becomes slightly different. The teacher may make the activity
easler, more difficult or more interesting. The teacher encourages the

|

H child to vary or extend the activity.

1 a. The child and teacher are playing a game of catch., The
because he 1is unable to

child, however, is getting upset
The teacher modifies the

catch the ball.
{t becomes a game of kick the ball.

game so that

rdboard tube on

] b. The teacher and child are rolling a ca
d plays "peek~a—boo.“

the floor. The teacher picks it up an

xylophone. The teacher

The child is banging on the
it and talks about how the

introduces a drum, bangs on
drum makes a noise too.

: :
d the children are looking at a picture book.

d. The teacher an
After they have looked through the book, the teacher turns
and asks the children to find the thing

back to a picture,
in the room that looks just like the picture.

7. Seeks evidence of child's understanding

ns which raquire either verbal

'The teacher asks the child questio
ts the child to show her how

or non-verbal responses. The teacher reques
. he does an activity.

Examples:
a. The teacher and child are looking through a picture book.

The teacher asks the child to label the pictures.

d how to bang on the xylophone.

b. The teacher shows the chil
ow he does 1it.

She then asks the child to show her h
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Exclusions:

a. The teacher demonstrates how to do an activity; she
then watches the child. She doesn't ask the child
to show her how he does it. Since we cannot be sure
about her reasons for watching, we would not code her
as seeking evidence of the child's understanding.

8. Extended observation

The teacher watches what the child is doing for an extended
period of time, i.e., more than 30 seconds. Her eyes are focused upon
him and she is simply looking. She is not talking to him or actively
participating in his activity. However, do not code unless her observation
igs paired with some active intervention (see Introduction).

Example:

a. The teacher shows the child how to pull the string on
the musical mobile. She then watches the child as
he attempts to do it. She does not intervene while
he makes these attempts. After a minute or so, she
praises him for his efforts.

Exclusion:

a. The child is stacking blocks. The teacher sits next to
him and watches. She says nothing to him. he says nothing
to her. Such interactions are not to be coded on this
checklist (see Introduction). -

9. Instructs/directs

Tme teacher tells the child what to do. She makes a statement
about the course of action, she wishes him to take. This statement is an
overall directive or general instruction. It can be issued in a matter-
of-fact or neutral way, or in an authoritarian way. It does not provide
the ch%ld with any factual or abstract information.

Examglés:

a. The teacher places a number of toys in front of the child
and says, "Here are some toys for you to play with."

b. The teacher says to the children, "pyt away the toys."

c. The teacher places the rack-a-stack in frent of the child
and says, 'Take the rings off and then put. them back on."

G. Teacher's motivational techniques

This pertains to the kinds of techniques used by the teacher to
motivate the child to engage in an activity. It also pertains to the ways

G964
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o C. /

in which she reinforces or modifies what the child is doing.

For each activity, the observer codes every technique the
teacher uses; multiple-coding is permitted. However, during an activity,
even if a teacher uses a specific technique more than once, the observér
only codes it once. |

1. Encourages/reassures ' !

The teacher invités the child te engage in an activity. The
invitation is stated as a question, and implies that the child has a choice.

The teacher encourages the child to engage in the activity by
attempting to interest him in it. She points out the intrinsic value of
the activity or the attractiveness of the material. She doesn't direct
him or act in an authoritarian manner, e.g., Do it because I say so."

The teacher reassures the child. She attempts to allay his fears
or give him confidence. . .

During the course of the interaction, the teacher encourages
, the child, by making supportive statements, e.g., 'You can do it," or
giving physical affection, e.g., pats, hugs.

Examples:

a. The teacher says to the child, "Would you like to draw a
picture?"

b. The teacher reminds the child of how much he enjoyed the
activity the last time he did it.

. ¢. The teacher talks about the attractiveness of the material,
e.g., ''Look at the pretty toy. Look at ‘all you can do
with it."

d. The child is afraid to climb the steps. The teacher says,
“I'm right here. I wen't let you fall, etc.”

e. The teacher pats the child when he gets the bead on the
string.

Exclusions:

a. The teacher approaches.the child carrying a box of blocks.
She says to the child, "We're going to play with the
blocks nowj' she says nothing further.

2.  Praises

The teacher expresses approval; she praises the child for what ;
he has done or for some persconal quality. The praise can be general or specil
The praise is verbal in nature.
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Examples:’

a. The .child bangs on a box; the teacher says, "Good."

b. The child shows the teacher a picture he has painted.
The teacher says, ‘What a pretty picture.”

¢. The child has just put on his jacket. The teacher
says, "That's a good boy."

3. M:terial reward

s ’ During the learning interaction, the teacher promises the child
| : a material reward if he behaves in a certain way, or gives the child such
a revard when he behaves in a certain way.

Examples:

a. The teacher promises the child a balloon, if he finishes
doing the puzzle.

b. The teacher gives the child a cockie when he zippers up
his jacket. (Note: It must 'be clear from what she say:s
that she is giving it as a reward, not that she just
happened to give him a cookie).

Exclusion:

a. The teacher hugs or kisses the child. Record such behavior
under encourages/reassures. ' ;

4. Gives informational feedback

The teacher constructively criticizes the child./ She points
out that he has made an error, by suggesting he try to do something in
another way. She corrects him in a warm or matrer-of-fact tone of voice.
She corrects whiat he is doing. She doesn't attack him personally. She
does not dwell upon the fact that he has made a mistake.

The child makes a statement or trieé to do sémething and the
teacher affirms that the statement is correct or that the child it on
the right track. : '

Examples: -

a. The child picks up a crayon and says, 'Pencil." The teacher
says, '"No, it's called a crayon. We can write with it,
like we write with a pencil.”

b. The child is trying to pull apart the two halves of a

nesting barrel. The teacher says, "Don't pull. You have
to turn it." She demonstrates what she has said.

- (it
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¢. The child is trying to put a big peg into a little peg
hole. The teacher says, "That's too big; find a little
peg."

d. The child is trying to manipulate the push button on the
Surprise Box. First he pulls it, then.he pushes it.
The teacher says, "That's right, you push it."

e. The child looks at a ball and says, "Ball?". The teacher
says, 'Yes, it's a ball."

5. Foruses attention

|

|

|

l The teacher focuses the child's attention on some aspect of
the activity or redirects his attention back to the activity. The way
.this is done can be verbal or non-verbal, or both.

Examples:

a. The child is distracted. The teacher calls his name and
taps her fingers against the toy.

b. The child is doing a puzzle. The teacher moves the puzzle
pleces closer to the child.

6. Criticizes/shames

The teacher puts the child down. She criticizes him personally
or dwells upon the fact that he has made a mistake. She tries to make
him ashamed of his behavior.

Examples:

a. The child makes a mistake. The teacher tells him that
he's stupid.

b. The child is afraid to do something. The teacher tells
him not to be a baby; big boys don't act that way, etc.

c. The teacher emphasizes that the child is wrong. She states
more than once that the child has made a mistake.

7. Forces/coerces

The teacher forces or coerces the child to do something during
the interaction.

Example:

a. The child doesn't want to go on the slide. The teacher
plcks up the child and puts him on the slide or drags
the child to the slide.

- CGL6Y
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/

; In the globals, the observer makes an overall rating of seleﬁéed
teacher and child behaviors or qualities. This rating is based upon ‘the
general pattern of behavior exhibited during the interaction. The -
teacher's involvement in teaching, her warmth to the child, and her
overall responsiveness to his needs are judged. In addition, the observer
rates the child's interest and involvement and the child's affeat during
the interchange. ,

For those interactions in which more than one teacher is
involved, the observer should rate the teacher who plays the predominant
role. In other words, no provision is made for rating the” teachers
separately. In making a rating, rate the behavior of the teacher who
spends the most time interacting with the child.

Each global consists of a five-point scale. The manual defines
the extremes (1) and (5), and the midpoint ). Behavior which does not
clearly match these definitions is rates at one of the intermediary

points /(2) or (4)/. For example, a teacher who is somewhat warm_ to J ey

the child would be rated ).

e
_ //,4«‘7("4

H. Child's interest/involvement

This pertains to the degree of the child's interest and
involvement in the activity.

The rating is based upon the intensity of interest/involvement,
not the amount of time the child speuds in the activity. In other words,
‘the rating should be independent of time. A child for example, can be
highly involved even if an activity only lasts a short time; while he
is involved, his attention is concentrated.

1.  High )
The child is very involved; he is absorbed in the activity;

he is engaged/busy with it. Only intense changes in the environment

deflect his attention. He may occasionally glance around, but his major

focus is on what he and/or the teacher are doing.

Examples:

a. The child and the teacher are playing peek-a-boo. Another
adult enters the room. The child glances at the adult,
but deesn't pause, or just pauses momentarily in his
activity.

b. The child and the teacher are putting pegs in a pegboard.
There is a loud crash. Another child has knocked down a
box of blocks. The child stops what he is doing and
watches what happens. After he has looked, he immediately
returns to putting pegs in the board.
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¢. The child is struggling to zip up his Jacket. The
teacher incervenes, and helps him. The child concentrates
on what the teacher 1is doing. :

d. The teacher 1s encouraging the child to crawl through
; ' the cloth tunnel. The child exhibits some fear of the
; tunnel. The teacher reassures him and the child crawls
through. Although the child exhibits some fear, he 1is
still very involved in the activity.

3. Moderate

The child is moderately or intermittently interested in the
activity. He exhibits some interest, or shows bursts of high interest.
He is distracted by environmental changes of moderate intensity. Although
generally attentive, he may look away for brief periods, even without
distractions; he may temporarily cease to engage in the activity or
slow down his activity speed.

Examples:

a. The child and the teacher are stacking blocks. Another
child runs by. Our child stops what he is doing, turns
around and looks at the other child. There is a break
in his activity. He then returns to stacking.

The child and the teacher are doing a puzzle. He places
some pleces readily and his interest is high. There are
soine piecés, however, which he is unable to place. His
activity decreases and he begins to lose interest.

The child and the teacher have just finished "writing" on
paper. The child was very involved. The teacher suggests
they "write" some more. The child complies, but he does
so with little enthusiasm, decreased activity, etc.

5. Low

The child is minimally involved in the activity; he is fleetingly
attentive; he shows the barest interest. Whatever he does 1s done with

no enthusiasm; his attempts are half~hearted. He 1s distracted by even
minor changes in the environment. When these occur, he ceases to engage

in the activity.

Examples:

a. The teacher is showing the children some pictures.
Our child occasionally glances at the picture, the
rest of the time he 1is pulling at the buttons on
his shirt, wriggling around, etc.
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b. The child puts one or two beads on a string and then
stops. Only after repeated requests from the teacher
does he put on one or two more.

ot
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¢. The child has a form box block in his hand. He
attempts to push it into a hole in the box, while
simultaneously looking at the children across the
room. In short, the child is not looking at what he
is doing. He behaves in this manner, throughout the
activity.

I. Child's affect

This pertains to the overall emotiomal tone of the child during
the interaction. The rating is based upon the child's overt responses,
e.g., facial expression, gestures, bodily relaxation/tension, verbal
statements, tone of volce, etc. It concerns his affect, not his
involvement/interest in the activity, although we recognize there may be
some overlap.

l. Happy

The child is generally happy. He exhibits frequent signs of
happiness or brief but intense signs of happiness.

Examples:
a. The child smiles frequently, or laughs with pleasure.

b. The child gurgles and thrashes his arms/legs with
enthusiasm.

c. Tue child states his pleasure in what he is doing, i.e.,
"I 1ike to climb."

3. Neutral/comfortable

The child does not appear generally happy or urhappy. He may
briefly smile or scowl but his overall affect is neutral. However, he
appears to be comfortable. His body 1is relaxed and there is no strain
in his voice.

5. Unhappy

The child is generally unhappy. He exhibits frequent signs
of unhappiness, or brief but intense signs of unhappiness.

Examples:
a. The child requently scowls or looks very sad.
b. The child bursts into tears.

c. The child keeﬁs pulling away from the teacher with an
angry expression on his face.

0 ' Coato !
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d. The child tells the teacher he doesn't like what they
are doing.

e. The c¢hild is visibly frustrated.

J. Teacher's interest/involvement

This pertains to the level of teacher's involvement in teaching
the child; it is the degree to which she focuses upon the child and the
activity, her intensity or concentration on what she is doing.

This rating is unrelated to the amount of time the activity
lasts. A teacher can be highly involved in teaching, even when an
activity lasts a short time.

A second point is that we are concerned with her involvement
and not with whether the involvement leads to positive or negative responses
from the child. A teacher can be highly involved and a child can be
unresponsive or openly resistant. On the other hand, a teacher can be
minimally involved and a child can be involved/enthusiastic, etc.

Furthermore, we are not concerned here, with whether her manner
of relating to the child is positive or negative. A teacher may be highly
involved, and be denigrating/shaming the child. A teacher may be minimally
involved and be occasionally praising the child.

A third point is that a teacher can be rated as high/moderate,
or low in involvement even when she relates to our child as a member of

a group. Im such cases, the teacher's focus of attention is the group
and the activity.

1.  High

The teacher is highly involved. Her main focus of attention
is the child and the activity. She may be talking to the child or watching
him, or a combination of the two. If she is talking to the child, her

comments may be positive or negative; the child's response may be positive
or mnegative.

The teacher's attention 1s deflected only by situations which
require her immediate attention. For example, other children are fighting,
another child is in a potential danger situation, the telephone rings,

a neighbor comes to the door, etc. In such cases, the rating will depend
upon how the teacher handles the interruption, how much time she spends
beyond the minimum amount necessary to deal with whatever has happened,
and how involved she was before and after the interruption.

The tescher stops interacting with the child when the child% v _
has completed the activity or when the child no longer requires her assistanc
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a. The child is sliding down the slide. The teacher watches
him intently and occasionally urges him to do it again.

b. The teacher is showing the child how to put on his jacket.
The child puts the jacket on backwards. The teacher makes

denigrating remarks about the child's inability to master
the task. '

c. The teacher is showing the child how to play the game of
lotto. She gives the child a long explanation. She is
enthusiastic. The child is not responding to what she
says; he continually interrupts by pointing to objects
in the room and, saying, "What's that?"

3. Moderate

The teacher is intermittently involved in teaching the child, or
her attention is divided between teaching the child and some other activity;
she is doing something else beside interacting with the child. When she
does interact, she may watch the child or talk to the child or a combination
of the two. Her behavior may be positive or negative; he may respond
positively or negatively. If she is interrupted, she may spend more than

the minimum amount of time necessary to deal with whatever has happened,
before she returns to the child.

Examples:

a. The teacher shows our child how to screw the nesting
barrels together. She turns to another child and helps
that child with a puzzle. She turns back to our child
and corrects him, etec.

b. The teacher is showing our child how to bounce a ball.
Two other children begin to struggle over a toy. The
teacher leaves our child to settle the dispute. After
she has done co, she stops and chats with another adult.
She then returns to our child.

5. Low

The teacher is primarily involved in some other activity unrelated
to the teaching activity. She may occasionally interact or look at the
child. She may simply provide the child with material and then cease to
interact with him as he does the activity. She may interact briefly,

then be interrupted, but after the interruption, she does not return to
the child.

v
;7

Examples:
a. The teacher gives the child a car to play with, then

begins to sort diapers. She glances occasionally at
the child.

te
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b. The teacher is showing another child how to use the
hand-puppet. Our child is stringing beads. The
teacher occasionally praises our child for his efforts.

K. Teacher's affective response to child

This pertains to the overall emotional tone of the teacher in
her interaction with the child. The teacher is rated according to the
presence or absence of overt responses reflective of affect, such as
smiling, gestures, tone of voice, etc. The teacher is generally pleasant,
unplesant or bland toward the child.

1. Warm/affectionate

The teacher is generally warm to the child. She exhibits
frequent signs of warmth, or brief but intense signs of warmth. She is
receptive to the child if he exhibits affection to her, and/or is affectionat{

"to him.
Examples:

a. The teacher smiles frequently at the child; her smiles are
gpontaneous and genuine.

b. The teacher laughs with pleasure as the child responds.

She is not laughing at the child, i.e., making fun of him,
but laughing with the child. She is enjoying the child.

c. The teacher expresses physical affection or comforts the
child; kises, hugs, caresses the child when he is not in
distress, or comforts him when he is in distress. She

. kisses, hugs the child back if he kisses, hugs her.

d. The teacher expresses.verbal affection or praises child.
She tells child she loves him, he is doing well at the
task, etc. The praise is genuinely meant; it is not
perfunctory. The teacher is responsive if the child
expresses verbal affection.

3. Neutral

The teacher is generally neutral to the child. Her overall
emotional tone is neither positive or negative. She is matter of ‘act
‘with the child, but one gets the feeling that she likes and respects the

child. She is not a particularly demonstrative person.

Examples:

a. The teacher occasionally smiles at the child; the rest
of the time, her expression is rather bland.

b. The teacher is responsive to.the child's expression of
affection. However, she rarely expresses affection,
unless the child initiates it.
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¢. The teacher praises the child once in a while; the
rest of the time her verbalizatioms are neutral.

d. The teacher criticizes the child. The criticism is
given in a matter of fact way. She is not putting the
total child down.

5. Hostile/cold

The teacher is generally negative to the child. She is frequently
negative toward him. The observer, has the impression that the teacher
does not like the child. v

Or, the teacher is very distant with the child. She is aloof.
She doesn't express warmth or respond to the child's warmth. She keeps
the child at arms distance. One gets the impression that she views the
child as a foreign being with whom she has nothing in common.

Examples:

a. The teacher scowls frequently at the child, or is
frequently irritable. '

b. The teacher frequently expresses physical or verbal
anger toward the child. She hits him, shakes him,
spanks him, handles him roughly. She screams or scolds;
her criticisms are total put-downs.

¢. The teacher does not smile at the child or if she does,
her smile is pasted on.

d. The teacher does nofnpraise the child or if she does,
_her praise is perfunctory.

e. The teacher is unresponsive if the child clings to her,
caresses her, etc.

f. The teacher only tesponds to the child when it is
absolutely necessary. She does nothing extra. When
she does respond, she usually issues directives.

L. Teacher's responsiveness to child's cues

This pertains to the teacher's overall responsiveness to the
child. We are interested, here, in knowing whether the teacher 1is "tuned
- in" to the child. Does the teacher adapt herself and/or what is going
on to what the child is doing or saying? In what manner does she respond?
Does she generally understand his behavioral cues or signals? Does she
help him when he asks for help or when he becomes overwhelmed? Does she
help him without smothering him?. Does she build up his confidence by
allowing him to do what he can do? Does she support his effort through
praise, recognition, encouragement, etc.? :
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I

1. Resgoﬁsive

In general the teacher helps or recognizes the child when
he indicates directly or indirectly the need for help or recognition,
e.g., the child lifts up his painting to show the teacher what he has
done, while looking at her; the child pulls on the teacher's skirt.
She answers his questions.

She steps in when the child becomes visibly frustrated and/or
is struggling to do something, and supports his efforts by encouraging
him or by offering help. g

The kind of help she gives is the kind which enables the child
to do some part of an activity; she decreases the difficulty of the
task if necessary, or makes a helpful suggestion. If it's at all
possible, even when she helps, she sets it up so that he can be involved.
If the activity is really beyond the child's ability, she interests
him in another one.

She doesn't hover over the child. If he is engaged and doing
.the task readily, she may do little more than occasionally praise him
or affirm that she is aware of what he is doing. If he gets bored
with the activity, she may upgrade the difficulty of it or extend/vary
it, or encourage him to do so.

She notices little things and acts to correct them, e.g., she
moves objects closer to the child, if she sees he can't comfortably
reach them. She is able to 'read" the child.

She lets the child make his own time schedule. She doesn't
hurry him. She stays with his interests. She doesn’t insist that
things be done in just her way. On the other hand, she doesn't allow
the child to run rampant. If the child is being destructive to himself,
others or materials (during the learning interaction) she acts to correct
his behavior. In correcting the child, she states her expectations
clearly and confidently. Her corrections are constructive in nature;
they are not total put-downs, but corrections of what he is doing.

As she and the child interact, one observes a balance between
them; generally, they are in agreement with each other. The activity
is carried out in the spirit of cooperation,.

3. Mixed

The teacher responds in a mixed manner. Sometimes she acts
like the responsive teacher and sometimes she acts like the unresponsive
teacher (see below). For example, she intervenes when the child is
visibly frustrated but does not answer the child's questions. Or, she
is at times in tune with the child, and at times misreads his cues.

5. Unresponsive

The teacher is generally unresponsive to requests for help or
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recognition, although she may occasionally respond. She doesn't
intervene or rarely intervenes if the child is struggling/visibly
frustrated/running rampant. )

In other words, she rarely takes the initiative during the
{nteraction, even when it might benefit the child; she is usually
unresponsive. ‘

Or, the teacher is unresponsive in the sense that she misreads
the child's cues. The teacher is constantly interrupting the child, or
controlling the child's behavior. She provides help when the child
doesn't need help; she introduces new activities when the child is still
interested in the old one; she rushes the child; she hovers; she fusses.
She is more intent on teaching the activity than on seeing how the child
responds to it. Or, the teacher directs the entire process, she gives
the child no lee-way. She doesn't let him have even part of the action,
e.g., she makes the choices/decides what's to be done. She speaks and
the child's role is to act. The activity is not carried ocut in the
spirit of cooperation.
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CHECKLIST OF TEACHER-CHILD LANGUAGE DURING LEARNING SITUATION: MANUAL

General Iastructions

The Observer codes the verbal(or vocal) behavior of the sample child
and the teacher(s) who interact with the child during a learning situation.
The observation period(s) are identical to those in which ‘the Observer
scores in-depth Teacher-Child Interaction: Learning. The Checklist of
Teacher-Child Language is to be coded only during those observation periods
in which a learning interaction has occurred. Do not code Teacher—Child
Language in those observation periods in which there has been no teacher-
child interaction in a learning situation, which includes periods in which
there was no teacher-child interaction at all, or where the interaction
involved only Control. . o

In coding the teacher(s) language, only the language specifically
directed to the sample child by any of his teachers is to be scored.
Do not code the language the teacher(s) direct to other children or adults.
Language directed to the child as a member of a group of children is also

On :he other hand, in coding the child's language ( or vocal behavior),
we score the child's vocal behavior whoever it is directed to: teacher(s),
peer(s), other adults, pets, or even the Observer. In addition, code the .

-

child's vocal behavior when he talks to himself. //“//
//
Do not code the language of persons other than the child's rggular

teachers: di.e. peers, other adults, or the Observer. - v

Language behavior may be multiply-coded. That is, code all relevant
language behavior observed during an in-depth learning situation, which .
can be scored on the Checklist.

One further point. It will be aoted that there are two kinds of

>anguage items: Those that are not contingent on another persons behavior
and those that are,

For Example, for the teacher, items listed under TEACHER'S VERBAL
BEHAVIOR are not contingent on the child's behavior, i.e. they do not depend
on or are not a response to the child's behavior. These items can be checked
Yes or No, depending upon whether the teacher has manifested the particular
behavior or not. However, there are’'some teacher behaviors which are
" contingent on the cthild's behavior, and these are listed under TEACHER'S
RESPONSE TO CHILD'S BEHAVIOR at the bottom of the scoring sheet. E.g.
item 1 is teacher ''responds verbally when child vocalizes to her."

If the child vocalizes during the observdtion period, the teacher's response
can "be checked Yes or No, depending on whether she responds verbally or not.
However, if the child does not vocalize at all during the observation period,
the item would be coded N.A. (Not Applicable) and not No. For purposes of
data analysis, when No is checked it means that the teacher could have
responded but didn't, whereas N.A. means that there was nothing to respond to.

A similar distinction is made for the child. Non-contingent behaviors
are listed under CHILD'S VOCAL BEHAVIOR, and can be checked Yes or No.

¢ ‘
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Centingent behaviors are listed under CHILD'S RESPONSE TO OTHER'S VERBAL BEHAVIOR,
and can be coded Yes, Na, or N.A. Note also the fact that the child's behavior
is referred to as Vocal, rather than Verbal, as in the case of the teacher's
behavior. The reason for this is that vocalizing includes both comprehensible
gpeech (i.e. verbal behavior and babbling. E.g. item 1 under CHILD'S VOCAL
REHAVIOR is child "vocalizes at least once during observation period." Yes
would be checked whether the child produces intellib¥e speech or babbles.
Except for item 2 for teacier and child, check Yes if the behavior occurs at
all during the observation period: For item 2 check Yes only if the speech

15 clear enough for the observer to understand if most of the time during

the observation period.

SPECIFIC INSTRUCTIONS
TEACHER _‘ v
TEACHER'S VERBAL BEHAVIOR

1. Teacher speaks to child at least once during observation period.

Yes

m———

a. Check Yes only if the teacher speaks directly to sample chila.
This includes intelligible speech, baby-talk, or babbling and cooing.

b, She may say only a few words to the child or carry on an extended
econversation.

¢. She may speak to the child as a member of a group, E.g. 'Children,
Tt's time to wash up. We're going to have lunch soon."

a. Check No if no teacher speaks to sample child during observation
period.

b. If teacher speaks to another child or adult in sample child's
ptesence, but not directly to sample child, code No.

2. Teacher generally speaks to child in clear, understandable language.
e

Yes

a. Check Yes if teacher(s)' speech to sample child is clear-.enough
for observer to understand most of time.

No .

2. Check No if speech directed to sample child is loud enough for
observer to hear, but is unintelligible to observer.

b, Check No if teacher's speech is inaudible to observer, even
though sample child may understand what she is saying.

f speech directed to sample child by one or more teachers can
e understood occassionally by observer, but is incomprehensible
o observar most of time, Code No.
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Check No if one teacher speaks clearly enough for observer
to understand. but another teacher does not, and this occurs
at least half the time.

3. Teacher teaches new words, verbal concepts,

Yes

Yes

e

Teacher teaches child names of various objects. "This is a
shoe."

Teacher teaches verbal concepts. "I'm big. You're little.
This is a'big ball. This is a little ball. An elephant is
big. A mouse is little." E

Teacher tests child's knowledge of various names, concepts,
"What is this?" "Show me your shoe." "Show me the big ball."

Teacher provides feed-back, about whether child is correc7
or not. 'That's right, this is the big ball." 'No, you
pointed to the little ball. This is the big ball."”

Check No if teacher merely uses labels or concepts, without
directly attempting to teach these to sample child.

"Get me the big ball over there." "Now were going to put your
shoes on."

4. Teacher converses with child about on-going activity.

Check Yes if teacher talks to child about an activity they are
engaged in at the present time. E.g. they may be playing house.
Teacher says to child, 'Shall we feed the baby, and then put her

to sleep. You're feeding her so nicely. She looks so sleepy now.
It's her nap time."

In order to code Yes, the teacher must converse with the child
in an extended way (more than a sentence or two).

Check No if teacher is completely silent during on-going activity,
or intersperses a few comments here and there.

Check No if teacher talks to child about a past or future activity.
"After lunch, we're going to go to the playground. You can play

in the sand-box and go on the slide." Or '"Do you remember, when

we went to the zoo yesterday? We saw monkeys. And they were

swinging in the treées. Would you like to be able to swing like that?" ]

Goiot
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This would be coded Yes for item 5, teacher converses with
c¢hild about topic not directly connected with on~going activity.

5. Teacher converses with child about topic not ‘directly connected
with on-going activity.

Yes

a. Check Yes if teacher talks to child about past or future activity.
(See above example, 4 No, b).

b. Check Yes if teacher is having a conversation with child, which
is not specifically related to present activity. E.g. she may

be talking to child atout things he or she likes to eat.
"What kind of fruit do you like to eat? 'Do you like bananas?"

a. Check No if teacher 1s completely silent during observation
period, or limits herself to a few brief comments.

b. Check No if teacher talks to child only about on-~going activity.
6. . Teacher engages in playful verbal interchange with child.
Yes
a. Check Yes if teacher sings to or with child.
b. Check Yes 1f‘teache1 talks togchild during social-affective play.
E.g. she may play, '"This little—Piggy-Went—To—Market" or '"Peek-

a-boo," etc.

c. Check Yes if teacher engages in word games with Chlld, e.g.
rhyming, making up nonsense words, etc.

d. Check Yes if teacher babbles to child or talks baby~talk, in a
playful manner.

a. Check No if teacher converses with child, but does not do so in
a playful manner.

7. Teacher encourages/prompts child to speak.

Yes

a. Check Yes if teacher encourages or prompts child to speak,
e.g. by telling another child or group of children to listen to

the subject child; or urges the child to tell her or someone
else something.

b. Check Yes 1if teacher tells child to speak louder or more
clearly, so he can be understood.

ERIC Coiot
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c. Check Yes if teacher encourages child to sing the words to a song.

a. Check No if teacher does not encourage or discourages child
from speaking. E.g. while reading a story, she may tell child,
"Don't interrupt while I'm reading."

8. Teacher asks child questions and enccurages a verbal response.

Yes

a. Check Yes if teacher asks ch.¥d a question and urges the child
to respond verbal y. E.g. the teacher may ask child if he would
like a cooky. The child nods '"Yes," and the teacher says, ''Say,
Yes or No."

b. Check Yes if teacher asks child a question and urges child to
respond verbally, even though she may not succeed in getting him

to respond verbally. That is, she is given credit for her effort,
whether she succeeds or not.

c. If 8 is checked yes, check yes for item 7 too.

a. Check No if teacher urges the child to speak, but not in fesponse
to a question. 1In this case, check Yes for item, 7, Teacher
"encourages/prompts child to speak.”

b. Check No if teacher asks question, but does not encourage
' child to respond verbally. E.g. she may ask, '"Would you like
a cooky?" and gives it to the child without waiting for a reply.

Or she may accept a non—verbal response, e.g. the child nods
his head, Yes. '

9. Teacher gives reasons, explains.

Yes

a. Check Yes if teacher gives child reasons for doing something

or not doing something. Whether this is not in response to a
child's question or not.

b. Check Yes if teacher explains how something "works." e.g. she
may show the child how to turn a light switch on and off, but
accompanies her demonstration with a verbal explanation.

c. Check Yes if teacher expiains how to do something. E.g. while
using paints, she may tell the child, "If you want to make green,

you mix yellow and blue." This is similar to "Informs" for
teacher—-techniques.

d. If the explanation is about an on-going activity, also check
Yes or item 4, teacher converses with child about on-going
activity. If the explanation is not about an on-going activity,

Gind Y
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also check item 5, Converses with child about topic not
directly connected with on-going activity:

e. Check Yes if teacher explains meauning of a word. Item 3
(teacher teaches new words, verbal (concepts) would also be
checked Yes.

a. Check No if teacher tells child to do something or stop doing
something, without giving a reason.

b. Check No if teacher demonstrates how to do something, without

a verbal explanation. E.g. she turns the light switch on and
off, then tells the child, "Now you do it."

TEACHER'S RESPONSE TO CHILD'S BEHAVIOR

As mentioned previously, this pertains to language facilitating behavior
on the teacher's part which is contingent on the child's behavior, i.e. in
response to the child's behavior. If the child first produces the relevant
behaviors listed below, Check Yes or No, depending on whether the teacher
responds appropriately or not. If the child does not produce the relevant
behavior, check N.A. (Not Applicable) for the teacher's behavior.

1. Teacher responds verbally when child vocalizes to her.
Yes

a. Check Yes if teacher vocalizes (either with intelligible speech
or babbling) in response to the child's vocalizing to her (either
with intelligible speech or babbling).

b. Check Yes, whether the teacher or child initiates the conversation,
as long as the teacher responds at least once during the observation
period when the child vocalizes to her. ’

a., Check No if the child vocalizes to the teacher and the teacher does
not respond at all to the child.

b. Check No if the child vocalizes to the teacher, but the teacher only
responds non-verbally. E.g. she may look at the child and smile;
or comply non-verbally with a vocal request by the child. In this
case, check 3, Teacher complies non-verbally with vocal request by
child.

e
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N.A

a.

Check N.A. if the child does not vocalize at all to teacher
during observation pericd.

Teacher complies non-verbally with vocal request by child.

Yes

a.

&

a.

b.

N.A

——

a.

Check Yes if teacher complies with vocal request by child
non-verbally. E.g. child asks for toy, and teacher gives chiid
toy without saying anything.

If teacher complies non-verbally with child's request, but
also responds verbally (''Yes, you can have the toy," and gives
child toy), check Yes for both items 1 and 2,

If child cries, and teacher attempts to comfort child
physically (e.g. rocking, caressing, etc.) check Yes.
If teacher responds to child's crying both verbally and
non-verbally, check Yes for both items 1 and 2.

Check No if child makes vocal request to teacher, who eilther
does not comply ('No, you can't have it",) in which case you
check Yes for item 1) or does not respond at all.

Check No if child cries and teacher does not attempt to comfort

child physically or only tries to comfort child verbally (Don't
cry, I'll be right there.")

Check N.A. if child does not make vocal request to teacher,
either verbally or by crying.

Teacher answer child's questions with more than yes or no.

Yes

a. Check Yes if teacher answers child's questions with more than
Yes or No, i.e. she responds with a sentence or more.

Ne

a. Check No if the teacher does not answer the child's questions
at all, or limits her regsponse toc Yes or No.

N.A.

a. Check N.A. if child does not ask any questions during observation

period.
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CHILD 7
CHILD'S VOCAL BEHAVIOR

Items 1 through 10 may be checked Yes if the child produces the relevant
vocal behavior, either to another person or to himself.

1. Child vocalizes at least once during observation period.

Yes

a. Check Yes if child vocalizes at least once during observation
period, whether the child pr¥duces intelligible speech or babbles.

No

a. Check No if child produces no vocal sounds at all during entire
observation period.

b. Check No if child only cries, but does not vocalize.

2. Child's speech is generally clear enough for Observer to understand
most of it.

Yes

a. Check Yes if child speech is clear enough for Observer to
understand most of time with only occassional unintelligible
or inaudible speech.

b. Check Yes if most of child's speech is intelligible, whether
he is talking to teacher, other children, or to himself.

a. Check No if child does not vocalize at all, or his speech is
mostly unintelligible or inaudible to Observer.

3. Child produces single words.
Yes

a. Check Yes if child produces single intelligible words.
He may produce only one or a few intelligible single words,
and the rest of his speech may be unintelligible.

b. Check Yes if the child produces intelligible 2 or 3 words
phrases, or complete sentences.

[

a. Check Yo if the child does not produce any single words
which are understandable to the Observer during the observation
period.
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Child produces 2 or 3 word phrases.

Yes

a.

Check Yes if child produces 2 or 3 word phrases during observation
period, which the Observer can understand. These need not be
grammatical. E.g. the child may say, "No want milk," or

"Go bye-bye me."

Check Yes if child produces complete sentences, with subject
and predicate. E.g. "I want to go outside."

Check No if child produces only single words, but does not combine
them into simple phrases.

Child produces simple complete sentences, with subject and predicate.

Yes

a.

Check Yes if child produces simple, or complex sentences with
subject and predicate. These need not be grammatically correct.
E.g. the child may say, 'Me wanna go outside."

Check No if child produces only single words or phrases, but
does not produces sentences with subject and predicate.

Child names objects or asks for names of objects.

Yes

ae.

Check Yes if child points to various objects and labels tiem.
E.g. child points to milk container and says, "Milk", or "Mi"
Points to light and says, "Light," or "Li" etc. Words do not

. have to be pronounced correctly, but must be understandable

to Observer.

Check Yes if child asks teacher for names of objects. E.g. child
points to milk container and asks, '"What dat?" In this case,
we would also check Yes to item 9, Child asks questions.

Check No if child does not point to objects and label them or
asks for their names.

Check No if child merely uses names of objects in conversation,
but is not labling them to demonstrate his knowledge. E.g. the
child may point to the milk container and say, "I want milk" or

"Mi" in an imperative tone of voice, which is demanding in quality.

Gagob
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When a child labels object for the sake of labeling, his voice
has a less demanding quality to it.

7. Child converses about cn-going activity.
Yes

a. Check Yes if child carries on extended conversation (more
than a few words or phrasc®) about an on-going activity.
The child's sp ech must be intelligible to the Observer.

b. Check Yes if the child is conversing with a teacher, another
child, or himself. '

a. Check No if child's speech is not intelligible to the Observer,
or is limited to a few words or phrases.

8. Child converses about topic not directly related to on-going
d activity.

Yes
a. Check Yes 1f child talks about past or future events, or is

simply carrying on a social conversation which is not directly
connected with an activity which he is engaged in at the time.

a. Check No if the child's speech is unintelligihkle to the Observer
or is limited to a few words or phrases.

b. Check No if the child is talking about an on-going activity.

9. Child asks questions.

Yes

a. Check Yes if child asks questions which are understandable to
: the Observer. This includes why, when, what, where, who, and
g what questions.

b. Check Yes whether he asks a teacher, another child, or himself

questions.
, No
| a. Check No if the child does not ask any questions during the
i observation period.
5 b. Check No if the c¢hild asks.questions but they are unintel-
s ligible to the Observer.
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10. Child engages in playful vocal interchange.

Yes

a. Check Yes if the child engages in a playful vocal inter-
change. This includes intelligible speech, singing or
babbling. The child's intent is not primarily to comrunicate

! but to play with words or sounds.

b. Check Yes if the child makes up word games, such as rhyming,
nonsense words, engages in bathroom humor (''Doo-dee' while
laughing.)

a. Check No if the child either produces no vocal sounds or
uses speech primarily for purposes of communication.

i 11. Child talks to self.
i ‘ Yes

a. Check Yes if the child talks to himself. His speech must
be intelligible to the Observer. He may produce single
words or complete sentences. He may talk to himself about
an on-going activity or about a topic not directly connected
with an on-going activity. He may ask himself questions, which he
may or may not answer. He may engage in word play, such as
singing to himself, making up nonsense words, etc.

i a. Check No if the child does not vocalize at all during the

: observation period or if his speech is unintelligible to

H the Observer. If the child is babbling to himself, check

; Yes for item 1, Child vocalizes at least once during
observation period.

Check No if the child's speech is directed to another
person.

[P
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CHILD'S RESPONSE TO OTHLR'S VERBAL BEHAVIOR E

This pertains to the sample child's response to the verbal behavior of
other people (teachers, other children, or other adults), and is therefore
contingent on their behavior. If another person first produces the relevant
behaviors listed below, Check Yes or No, depending upon whether the child
responds appropriately or not. If, however, another person does not produce
the relevant behavior, which the child can respond to, Check N.A. (Not 3
Applicable). 7

f/ \

1. Child responds vocally when s~oken to.

Yes
a.. Check Yes if the child responds vocally when spoken to by %

another person (teachers, other children, etc.) 3
The child's vocal response may be intelligible speech or babbling.

No '

a. Check No 1if when spoken to the child does not respond vocally
at least once during the observation period.

- b. Check No if the child cemplies non-verbally with a verbal request
by another person, but does not respond vocally. E.g. the 3
teacher may ask the child to put his toys away. The child may 3
do so, without responding vocally. ¢

N.A. {

a. Check N.A. if no one speaks to the sample child during the
entire observation period.

2. Child complies non-verbally with verbal request by others. E
Yes

a. Check Yes 1f another person asks or tells the child to do
something and the child complies non-verbally.

b. If the child complies non-verbally, but also responds éf
verbally, check Yes for both items 1 and 2. E.g. if the ]
teacher asks the child to put his toys away, the child may 3
say, '"In a minute" and then procede to put his toys away.

a. Check No if the child does not comply non-verbally with a
verbal request made by another person. The child may respond
verbally, "I don't want to," and refuse to comply, in which case
you Check Yes for item 1, but no for item 2. ‘

b. Check No if the child says he will comply ("In a minute"}, ,
but does not comply non-verbally, jse. he continues to do what he 5
o . was doing. ‘

R
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N.A.

a. Check N.A. if no one asks or tells the child to do anything
during the entire observation period.

3. Child answers questions with more than yes or no.

S YT

Yes
3 .
1 a. Check Yes if child answers questions put to him by other
people with more than yes or no. The answer may be limited
o to a few words ("I don't know" or 'Over there') or consist
E of several phrases or sentences. The child's response must
3 - be intelligible to the Observer.

a. Check No if the child answers questions with yes or no.

b. Check No if the child responds to questions by shaking
his head yes or no.

. ol ot iaid o g

¢. Check No if thc child responds to questions with more than

yes or no, but the child's response is unintelligible to the
Observer. '
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CHECKLIST OF TEACHER-CHILD INTERACTION: CONTROL MANUAL .

Introduction

When a sample child is 12 months old, the first detailed assessment
of teacher-child control interactions will be made, using a naturalistic
observational technique. The assessment will be repeated along with the
other field procedures when the child reaches 18, 27, and 36 months of -
age. This more in-depth analysis of control interactions differs from ; '
that made with our CORE instrument in the following basic respects:

1. Definition

Whereas CORE control is generally conceptualized as any attempt
by the .teacher to get the child to either do something or refrain from
doing something, in-depth control is operationally defined in terms of 1
eight control issues. (The term in-depth control will be used throughout
this manual to characterize in summary form the Checklist of Teacher-Child
Interaction: Control). Each of the elght issues deals with situatigns k

in which the teacher makes an attempt to set limits on a child's behavior.
In-depth control thus deals with the context or focus of the eontrol
interaction while CORE control does not. The eight control issues
included are in no way meant to be exhaustive of all possible issues that
might arise. These particular issues to be defined in a later section,
were chosen because of their importance in the socialization process, and
the frequency with which they arise in a caretaking situation.

2. Control'Techhiqpes V

The list of in-depth control techniques represents both an
~extension and further delineation of some of the techniques listed in CORE
control. This allows for a more refined analysis of the range and variety
of techniques used by day-care workers in their control attempts.

3. Outcome Patterns

CORE control does not actually deal with the nature of the ,
teacher-child interaction but rather provides information about the »
frequency of the teacher's attempts to get the child to do something and

" the particular approach used in doing so. CORE control, therefore, does
not permit us to evaluate the effectiveness or degree of success of her
control attempts. The design of in-depth control does permit us to make
this kind of differentiation. Success in control efforts is defined in
terms of the child's voluntary compliance while unsuccessful control
interactions are those in which the child either refuses to comply or must
be forced into compliance.through the teacher's use of some physical method.
A further distinction is being made between immediate and ultimate compliance.
For practical reasons, the description of the different outcome patterns are
limited to the initial and terminal points in the interaction sequence.
For example, the teacher may initiate a control attempt in which the child

e o e
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" does not immediately comply. If she chooses to persist, a series of
interchanges might occur before the issue is resolved. In the case of -
, such more complex interactions, we exclude the specific intermediate steps
B taken and record in summary form, the status or outcome ot the sequence
- as seen at the end of our timed observational period.

4. Affective quality of the interchange
CORE does allow for the description of the teacher's affective
A state during the observed sequence but not as it specifically relates to
v : : a contrqol-interaction. In-depth control, through lts inclusion of an
) /pffective category, provides a more complete picture of the nature of those
' “control interactions in that it provides the observers with a method for
distinguishing warm control interactions from the more turbulent, unpleasant
ones. This is an important distinction which has to be made since com-
. munications impact on children not only at the conte cognitive level,
. but at the style/emotional level as well.

~o -
Procedur_ b
1. The same procedures are followed for the collection of control -

and learning-interaction data as described in the general introduction and
procedure section of the manual. (Refer to that section because only those
procedural considerations applying to control will be listed here).

‘2. .in-depth control ie‘never'to be done when the teacher is out
- of the room. Thus, the teacher's presence is a prerequisite for starting

a control observation. . , ‘ .

3. _ Only one control issue and one 0utcome pattern is to be recorded
per ten-minute observational interval. Multiple-coding of teacher's
~control techpique is permitted. The observer: is to merely indicate the
_techniques employed by placing check marks in the appropriate boxes.

6. If one of the six child-determined control issues is observed
e but the teacher ‘does not respond with a control technique, item 11 (no
response) is checked under- B. (Teacher s Control Techhiques). In such

an instance, moyxeover, nothing is to be coded under C. (Outcome Patterns)
or D. (Affective Quality of Intérchange) for the obvious reason that these
two coding categories become ir&